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Abstract 
Almost one quarter of children, by the time they reach 18 years old, will have 
experienced domestic violence (DV) at some point in their childhood (Bentley et al., 
2017). The impact of DV on children can affect the areas of emotional and social 
development, communication, physical health and learning, in the home and school 
environments. Rather than being passive witnesses to abuse, children experience it 
through all of their senses. Despite a wealth of research exploring the areas of DV and 
the impact on children, there is limited current research in the area of DV in relation to 
children in education, and teacher perspectives of DV. This research therefore aims to 
add to the body of literature by exploring the educational experiences of children who 
have lived with domestic abuse and the views of teachers supporting those children.  
 
There were two phases to the research. Phase one involved working with children to 
explore their views of education and what was important to them, using image-based 
data collection methods. Phase two explored teacher perspectives of the effects of DV 
on children and a discussion about the implications of phase one, using a soft systems 
methodology approach. A visual arts-based methodology was utilised in order to allow 
children to explore and share their thoughts and feelings in a creative way; to tell their 
stories, take ownership over their own information and feel empowered to do so 
through a method of their choosing.  
 
The data was analysed using interpretative phenomenological analysis. The findings 
illustrated that children’s experiences of school were centred on six key areas: play, 
education, identity, relationships, feeling safe and linking the past to the future. 
Teachers in the study expressed an understanding of DV and the impact on children and 
families. They described what children think about school and what children need at 
school. However, there were many barriers and conflicts for teachers in providing such 
support, and they felt disempowered to enact positive change for those children. Visual 
methodology allowed for children to express their views in a way that linked the past 
with the future that helped them navigate the present situation. The implications for 
educational psychology practice were explored at various levels of working. In 
particular, with relation to eliciting child voice, supporting schools at a systems level and 
promoting organisational change.  
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Chapter 1: Introduction 
 
Almost one quarter of children, by the time they reach 18 years old, will have 
experienced domestic violence (DV) at some point in their childhood (Bentley et al., 
2017). Despite a wealth of research on domestic violence and the subsequent impact on 
children, there is a paucity of literature exploring, specifically, children’s experiences of 
education. Teachers are often central to children’s experiences of school, yet the 
literature on teachers’ perspectives about DV is limited. Therefore, this research aimed 
to address both these issues, in a two-phase study. The first phase provided an 
exploration of children’s experiences of education having lived with DV. The second 
phase illustrated teachers’ views of the impact of DV on children in schools. 
  
The aim of the first chapter is to outline a brief introduction to the research. Throughout 
the text I make reference to myself in the first person rather than in the third person. 
The purpose is to reflect the interpretivist nature of the study; as researcher I am 
positioned firmly within the research and the thesis presented here illustrates my 
interpretation of such information.  
   
Stories, Creativity and Interpretation 
Stories are central to my research. I believe that such narratives can be representative 
of our lived experiences, through which we can make sense of events in our lives. Stories 
aid us in linking the past to the future in a meaningful way. Indeed, the narratives we 
create can reflect our identities, and each story depicts our individuality (Sacks, 1985). 
Whether such stories are a legitimate form of research is ultimately, Koch (1998) states, 
for the reader to decide.  
 
The essence of using stories within research is about enabling the reader to “travel easily 
through the worlds of the participants and makers of the story” (Koch, 1998, p. 1182). I 
wanted to do this in my research by exploring the experiences of children who had lived 
with DV and the teachers supporting those children. The research was presented in two 
phases. In phase 1, the aim was to investigate how children who had lived with DV 
perceived and thought about their schools. In phase 2, my aim was to explore teacher 
perspectives of DV and their views of its impact on children. 
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Visual methodology was important in the research-design. The use of creative 
methodology means allowing individuals to express their views of the world through 
symbols in order to aid communication of experiences, reduce power imbalances, and 
to make it fun. This underpins a worldview that symbols and language, in interaction 
with individuals, are effective methods of understanding how we meaning-make in the 
world (Blumer, 1969; Carter & Fuller, 2015). 
 
My position as a researcher is interpretative. Acknowledging that our experiences are 
socially constructed within specific discourses and traditions (Furlong & Marsh, 2010). 
Furthermore, coupled with a recognition that we can only understand others in relation 
to our interpretation of them. Therefore, aligning with an interpretative perspective, I 
utilised Interpretative Phenomenological Analysis (IPA) as a holistic methodological 
approach (Smith & Osborn, 2008). Due to the group nature of phase 2, rather than 
employ IPA, I utilised thematic analysis using an interpretative approach. 
 
Overview of Research 
The research explored the educational experiences of children who had lived with DV. 
It was conducted between April 2017 and May 2018 (see Appendix A for timeline). Phase 
1 of the research explored how children described their school experiences through 
drawing, photographs and talking, in order to find out what was important to them for 
their education. Phase 2 of the research explored teacher perspectives of children’s 
experiences of education. The sessions involved using a soft systems methodology 
(SSM) approach (Checkland, 1989, 2000) using elements of Rich Pictures, CATWOE 
analysis and participating in a focus group. 
 
The overall aims of the research are: 
• To explore the lived experience of children in educational settings who have 
experienced DV.  
• To explore the implications for adults working with children who have 
experienced DV in educational settings.  
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In presenting my research within the following chapters, I intend to outline the rationale 
and context for undertaking the particular research area. I will engage a comprehensive 
review of the extant literature underpinning the project. Following, I will state my 
methodological position and explore the methods utilised in the study. Then I will 
complete a detailed overview of phase 1 and phase 2 of the research, outlining the 
findings and discussion in relation to the wider literature. I intend to then link the 
findings of phase 1 and phase 2 in an overall discussion alongside stating the limitations 
of the study and directions for future research. To conclude, I explore the implications 
of the research for practice.  
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Chapter 2: Rationale and Context 
 
The rationale for undertaking the research was the well-evidenced detrimental impact 
of DV on children. I aim to outline current definitions of DV and prevalence statistics, as 
well as provide an overview of the impact of DV and the importance of exploring the 
topic further. I aim to explore the context of DV within the personal, theoretical, 
historical and socio-political backdrops. I will then state the importance of the research 
within the context of educational psychology. 
 
Rationale 
Definition of domestic violence 
The United Kingdom (UK) government defines domestic violence and abuse as: 
Any incident or pattern of incidents of controlling, coercive, threatening 
behaviour, violence or abuse between those aged 16 or over who are, or have 
been, intimate partners or family members regardless of gender or sexuality. The 
abuse can encompass, but is not limited to: psychological; physical; sexual; 
financial; emotional. (HM Government, 2013, Domestic violence and abuse: new 
definition) 
There are many other definitions of DV, from charitable and professional organisations, 
local and national bodies, which affect the perception of abuse (Holden, 2003). I have 
chosen to use the above definition as it illustrates the wide range of abuse. It also 
highlights that DV means “intimidation and aggression is used to exert control and 
power by one partner over another in an adult relationship” (Buchanan, Power, & 
Verity, 2014, p. 714). Additionally, in 2014 controlling and coercive behaviour were 
included in the definition of DV by the government of the UK (HM Government, 2016). 
SafeLives (2015), a DV charitable organisation posits that use of the above definition 
is inclusive of the needs of “victims” as the definition is more wide-ranging than 
describing violence solely between intimate partners. 
Additionally, the definition is not gendered as feminist perspectives suggest, that 
historically and more typically DV is perpetrated by men towards women. It is 
recognised within research and increasingly within society, that DV occurs within same-
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sex relationships (Baker, Buick, Kim, Moniz, & Nava, 2013) and is perpetrated from 
women to men (Bair-Merritt et al., 2010). Although there was a lower prevalence of 
reported female-to-male abuse, males experienced a higher severity of violence when 
they were victims and received lower physical injury (Cho & Wilke, 2010). Most notably, 
however, the definition of DV is that it is about one person exerting power and control 
over another (Fantuzzo & Fusco, 2007).  
The government definition (2013) refers to the terminology of “domestic violence and 
abuse” in order to incorporate a holistic view of the issue. Women’s Aid (n.d.) refer to 
the same experience as “domestic abuse” as they suggest some individuals may not 
identify with the term violence if no physical abuse has occurred. Within research and 
practice more recently in the UK there has been a shift to use the term “abuse” rather 
than “violence”, although both terms are still used. Moreover, in the United States of 
America the label “intimate partner violence” is utilised. I refer to the term “domestic 
violence” in this research. The reason is that I believe it highlights the significance of the 
issue and severity of the possible impact, as Nicolson (2010) notes, “‘Violence’ itself…is 
a multi-faceted term with little consensus about its meaning” (p.38). DV does not solely 
refer to physical or non-physical abuse, it is inclusive of fear, intimidation and control of 
one person over another. 
 
Prevalence 
DV presents a significant issue within society. Research indicates that 7.5% of women 
and 4.3% of men in England and Wales experienced DV between 2016-17 (Office for 
National Statistics [ONS], 2017). However, it was reported that the estimated number 
of individuals affected by DV is much higher than that reported to police, meaning it is 
“often a hidden crime” (ONS, 2017, p. 3). In the period 2014-16 there were 453 domestic 
homicides of adults in England and Wales; 70% were by a partner or ex-partner and 70% 
were female (ONS, 2017), highlighting the severity of the issue. Furthermore, an 
estimated £36.7 billion is spent annually on supporting survivors of violence against 
women and girls in the UK (Home Office, 2016b). Specifically, of these cases of DV where 
children were present, nine out of ten children were in the same room or next room as 
the DV (Webster, Coombe, & Stacey, 2002), meaning they heard or experienced the DV 
personally.   
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The variability of prevalence rates means that the exact number of children who are 
exposed to DV is unknown. Prevalence estimates range depending on the definition of 
DV, sample composition and methods of data collection (Cleaver, Unell & Aldgate, 
2011). Radford et al. (2011) reported that 12% of children under 11 years old and 17.5% 
of children 11-17 years who participated in the study had experienced DV. The 
questionnaire was limited in asking children four questions about DV including 
witnessing physical or threatening behaviour, suggesting these questions may not be 
sufficient to measure the extent of DV experienced in this age group. Despite the age of 
this article, the authors posit it remains the most robust prevalence findings for children 
affected by DV. A later report urged that updated and robust prevalence figures were 
needed (Bentley et al., 2017).  
More recently, SafeLives (2015) estimated that 130,000 children in the UK are living with 
high-risk DV, where there is risk of serious harm, with many more living in low and 
medium risk households. Consequently, in the year 2016-17, over 200,000 children 
under 16 years were referred to Child Protection services as a result of experiencing DV 
(ONS, 2017). Given the high prevalence rate and the impact on children’s wellbeing and 
safety, the area of DV is an important one to explore in further detail. 
Impact of DV on children 
The research shows that a high proportion of children are exposed to DV, yet until 
recently those children were seen as the hidden and silent victims. Children were 
thought not to be affected by DV happening in their homes and their “voice” was not 
heard in systems which focused on the experiences, impact and supports for adults who 
had experienced the violence “directly” (Abrahams, 1994). Often children are said to 
“witness” DV  however this does not accurately reflect the extent of their involvement 
in the situation (Clarke & Wydall, 2015; Överlien & Hydén, 2009). Children live and 
experience it and do so “with all of their senses. They hear it, see it and experience the 
aftermath” (Överlien & Hydén, 2009, p. 480). As a result, children are increasingly seen 
as “victims in their own right” (Devaney, 2008, p. 444) rather than simply passive 
bystanders (Fantuzzo & Mohr, 1999).  
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Previous research has shown that the impact on children and young people of 
experiencing domestic abuse is wide ranging, including impacting on their social, 
emotional and mental health (Thompson & Trice-Black, 2012); their learning in school 
(Harold, Aitken, & Shelton, 2007); how they interact and communicate feelings (Buckley, 
Holt & Whelan, 2007); and on their physical health (Stanley & Humphreys, 2014). 
Despite previous findings, there is little direct research involving how children 
experience school on an everyday basis, having lived with domestic abuse. Therefore, 
my original contribution to knowledge is in exploring children’s experiences of education 
using visual methodology, when they have lived with DV. Moreover, there are few 
studies on teachers’ perceptions of children affected by DV. Therefore, a further original 
contribution to the knowledge base is in exploring teachers’ understanding of the 
impact of DV on children. 
 
Context  
Contextually, DV is well established. I will begin with an explanation of the personal 
context which lead to my study of the research area. In the following sections I then aim 
to outline the context of DV in terms of the theoretical, historical and socio-political 
status.  
 
Personal context  
A number of years ago, following the completion of an undergraduate degree in 
psychology, I commenced a role of support worker with a women’s domestic abuse 
charity, alongside completing a psychology master’s degree. My time in that role took 
me on a journey of learning about my own perceptions and misconceptions of DV. I was 
humbled by the stories I was privileged to hear and I ended that role with an acute 
awareness of the impact of domestic abuse on an individual level. Thus, when I explored 
areas to investigate in greater detail for my doctoral research I was interested in merging 
my knowledge of psychology and my understanding of DV from the stories I had heard. 
I wanted to understand the narratives around children’s school experiences allowing 
them creative ways to express themselves. Moreover, as I had limited knowledge about 
school’s perspective of DV I was interested in exploring the views of teachers about the 
children who had lived with DV. 
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Theoretical context 
In terms of the theoretical context in which DV is positioned, Walker's (1979) model of 
the cycle of violence (Figure 1) can be effective in underpinning the core elements of 
abuse in relationships. Walker (1979) described violence in relationships as cycling 
three-phases, developed from research with “battered” women. The first phase 
involved tension building as the abuser’s behaviour became more threatening. The 
second phase included an “explosion” which Walker (1979) described as being physical. 
The third phase was calmer, often referred to as the “honeymoon period”, where the 
abuser presented as caring; until the first phase returned in the cycle. Walker (1979) 
suggested the cycle could complete in a number of hours or over days and months, and 
the intensity and length varied between individuals. At the centre of the cycle were the 
concepts of fear, love and hope which could prevent an individual from leaving that 
situation. In my practice, Walker's (1979) model has been useful in explaining the cycle 
DV may present, yet it was limited in the exclusion of emotional abuse and male-to-
female violence.  
 
Figure 1: Adapted “Cycle of Violence” (Walker, 1979) 
 
The origins of Walker's (1979) model lay in discussing women within abusive 
relationships as having a “learned helplessness”, that they had been conditioned in 
childhood to feel no control over their own lives. Like Walker (1979), Nicolson (2010) 
expressed that individual factors could increase risk for being a victim or perpetrator of 
abuse, encompassing a psychological viewpoint. Both authors ally with a feminist 
perspective that women’s social status relative to men was a maintaining factor of DV 
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in relationships. The interacting view of individual and societal factors influencing DV is 
contested by feminists who believe DV is solely a social issue. I suggest that DV can 
happen to anyone regardless of age, race, gender or socio-economic status, yet it does 
appear to be reported more by individuals with specific needs. Thus I am positioned 
within both the feminist and the psychological perspectives.  
 
Historical context 
Historically, a man’s “right” to physically abuse his wife was enshrined in British common 
law. For any “offence” perceived to be committed by the woman the husband was able 
to “give his wife a severe beating with whips and clubs” (Heckler, 1910, p. 125). The 
author suggested that it was socially and legally acceptable for husbands to “beat” their 
wives, and that this happened across the social milieu. As time progressed, however, 
“wife beating” appeared to happen more in the “lower classes” who continued to use 
the law as validation of their actions (Blackstone, 1765). 
 
In 1891 the law was abolished, however, reports  of instances of legal systems 
sanctioning violence from a husband to his wife were noted until 1976 (Freeman, 1980). 
Freeman (1980) argued that DV was a result of the established social order in England, 
that it was necessary and indicative of the “oppressed and dependent position which 
women generally occupy in the social structure” (p. 216) and that it was supported by 
the legal system. Emphasising the relative “powerlessness” and “dependence” of 
women on men. Recent reporting of DV is on the increase for both men and women 
(ONS, 2017) thus the main issue remains one of power and control, of one individual 
over another, rather than being specifically gendered.  
 
Socio-political context 
Smith (1989) suggests that the idea of domestic abuse went in and out of “interest” in 
the public realm, but that by 1974 DV was a “considerably more social problem” (p.5). 
Freeman (1980) suggested that the rise of discussion about domestic abuse was related 
to periods when feminist movements were prominent in the “media”. Crossley (2000) 
suggested that a move at that time was to make the “personal political” (p. 114) in a 
patriarchal society by linking one’s own experience to the more general treatment of 
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women in society. In doing so, connections could be made between individual 
experiences and a “collective phenomenon” (Crossley, 2000, p. 114).  
Legislation in the form of the Family Law Act 1996 provided a basis for domestic violence 
to be criminalised in the UK. However, the response to the Police Force in acting to 
protect people affected by DV was criticised (The Police Foundation, 2014). Less than 
one in four people are believed to report DV as a crime due to fear, embarrassment, not 
trusting the police or worry about their children (Her Majesty’s Inspectorate of 
Constabulary, 2014). As a result more effective legislation was written in the form of the 
Domestic Violence Crime and Victims Act 2004. That law is necessary for change to occur 
supports Starmer's (2011) suggestion that DV was only recognised as a criminal justice 
issue within the last ten years.  
More recently, the Domestic Violence Disclosure Scheme, known as “Clare’s Law” was 
introduced (Home Office, 2016a) allowing individuals to ask for criminal information 
about a partner if they felt at risk of DV. Currently, the government are consulting on a 
Domestic Abuse Bill (HM Government, 2018) in order to raise awareness of DV, ensure 
survivors are supported and safe, and for more consistent responses across localities. 
Yet more legislation is not necessarily the answer to reducing the prevalence of DV 
(British Journal of Criminology, 2017) and any law needs to be coupled with local and 
national support.  
Relevance to EP Practice 
Few studies within educational psychology have been published in peer reviewed 
journals around working with children who have experienced DV. A key contribution to 
practice on the perspectives of Educational Psychologists (EPs) in supporting children 
affected by DV was conducted by Gallagher (2014). The author reported that EPs felt 
they did not have specialist knowledge about DV and safeguarding procedures due to 
the hidden nature of DV and the stigma around the topic. Additionally, EPs felt a lack of 
clarity around their role when children were reported to experience DV. Heath (2015) 
further suggested, in her thesis, that for EPs a lack of time, lack of appropriate resources 
and limited DV knowledge were all barriers to supporting children.  
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Despite the difficulties to EPs in supporting children affected by DV, EPs are well placed 
to support these children. Ellis (2012) suggested that EPs use of consultation skills and 
knowledge of individual and group processes mean they are well placed to support 
schools to engage children on the issue of DV. EPs are skilled in facilitating research 
involving children particularly with sensitive issues, eliciting their views in a person-
centred manner (Hardy & Majors, 2017). Additionally, applied psychologists have 
expertise in conducting and presenting research findings that emphasises practical and 
theoretical implications. Therefore, it is important that EPs are involved in research 
involving the impact of DV on children.  
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Chapter 3: Literature Review 
 
A review of the extant literature revealed that the impact of DV affected children and 
their families in a myriad of ways. I will outline the literature underpinning the present 
research into children’s lived experience of education, having been exposed to domestic 
violence. I aim to outline in the following section that children can and are impacted 
greatly by DV. Specifically, I will explore the impact of DV on children’s social and 
emotional, cognitive, communication and physical needs as they present within 
education. I will explore the interacting factors of DV and effective evidence-based 
interventions to support those children. The views of teachers on DV will be illustrated 
before considering the psychological theory and frameworks that underpin an 
understanding of DV. I will also outline the literature on creative methodologies. 
 
A literature search with the term ‘domestic violence’ using the search engine Google 
Scholar yielded over 2 million results, a large amount of research. Yet there is a paucity 
of research specifically about children’s views of their education having lived with DV. 
There is also minimal literature conducted by EPs within this arena. Furthermore, 
research on teachers’ perspectives of DV presents a significant “gap” in the literature. 
This highlights the need for rigorous, in-depth, good-quality professional research in the 
area of DV in relation to children in education. 
 
Children’s Experiences of DV 
A wealth of research has explored children’s experiences of living with DV. Gorin (2004) 
found that children are often more aware of what is happening in their families than 
adults recognise, however they do not always understand what it is or why it is 
occurring. Children sometimes had to take up adult responsibilities such as looking after 
siblings or parents, which could be emotionally and physically difficult for those children 
(Stanley, Miller & Richardson Foster, 2012). However, not all children responded to DV 
in the same way or with similar severity of impact and thus services of support should 
be tailored to individual need (Buckley et al., 2007). In fact, Kitzmann, Gaylord, Holt and 
Kenny's (2003) meta-analysis of 118 research articles found that over one-third of 
children experiencing DV were reported comparably to their non-exposed peers in a 
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number of areas. Thus children’s experiences may vary depending on their risk, 
vulnerability and interaction with their environment, as well as protective factors 
(Osofsky, 2003). 
 
Children are often best placed to tell their own stories and histories, and Överlien and 
Hydén (2009) state that: 
 
Children need to be taken seriously as social agents and as active constructors of 
their own social worlds …. We see children as competent informants…they have 
their own stories that will help us better understand the issue of children 
experiencing DV. (p.480-481).  
 
The authors reinforce the view that children are not passive observers. The children in 
the study reported that violence was not ‘normalized’, was always present and was 
constantly on their minds. Överlien and Hydén (2009) stress the importance of seeing 
children as agents and informants to use their experience as the beginning of 
understanding the effects of DV on children’s lives.  
 
Whilst children are well placed to create their own narratives, they need the means 
through which to convey their experiences (Gersch, 2001). Additionally, it is important 
to use qualitative research methods to elicit the voice of children, yet for children living 
with DV there is a need for cultural and local sensitivity when doing so (Åkerlund & 
Gottzén, 2017). One of the main focuses of the current research is to understand 
children’s lived experiences and how they make sense of their world, through visual arts-
based research (Rose, 2016). The intention was that, consequently, adults working with 
those children would better understand their perspectives and in turn be better 
equipped to support them.  
 
Educational Experiences  
As introduced, DV has the potential to impact on all areas of a child’s development. 
Following The Children and Families Act 2014, the Special Educational Needs and 
Disability (SEND) code of practice (Department for Education [DfE], 2015) stated that 
children’s needs are best described using four broad areas of development, including: 
communication and interaction; cognition and learning; social, emotional and mental 
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health; and sensory and/or physical needs. The sections below will therefore explore 
current research within each of these four areas, detailing the impact of DV on children’s 
development. 
 
Social, emotional and mental health 
Social  
Children who have experienced DV often have difficulty in forming and maintaining 
relationships. These children may also have a reduced social understanding which could 
affect peer relationships and parental bonding (McCloskey & Lichter, 2003; Sousa et al., 
2011). They may have low social self-confidence (Graham-Bermann, Gruber, Howell, & 
Girz, 2009) and social competence (Fantuzzo & Mohr, 1999). Experiencing DV has 
furthermore been shown to impact on children’s psychosocial development and present 
as increased conflict with friends (Narayan, Englund, Carlson, & Egeland, 2013). 
Moreover, secrecy surrounding DV impacted on peer relationships as children avoided 
becoming close to friends in fear of others finding out about the abuse (Buckley et al., 
2007). 
 
In parallel, Moylan et al. (2009) reported that the picture may be more complex than 
first appears. The authors found increased negative internalising and externalising 
behaviours when children were exposed to DV and child abuse independently. However, 
only those children exposed to both showed a higher risk for behaviours when 
controlling for contextual factors such as family and environmental composition. Yet it 
could be argued that DV and child abuse are inseparable and that any harmful event on 
a child constitutes abuse. 
 
Literature on the effect of gender on behaviour when living with DV is varied. Moylan et 
al. (2009) found that gender did not significantly affect outcomes of behaviour. 
Conversely, Bowen (2015) displayed gender differences in resiliency for children 
experiencing DV. Boys who were resilient were reported as more securely attached to 
their mother and had more interactions with her. Equally, resilient girls were more 
sociable and showed a calmer temperament. For both groups resiliency was indicated 
through being less emotional than the less-resilient group. These results from a large-
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scale study, although conducted in one county in England, could be used to develop 
interventions to increase resilience in those children exposed to DV. 
 
Emotional 
Children who had lived with DV experienced negative impacts on their emotional 
wellbeing (Radford et al., 2011; SafeLives, 2015). They may blame themselves for the 
violence within the home, resulting in feelings of guilt and shame (Stanley et al., 2012; 
Sullivan, Egan, & Gooch, 2004). Moreover, children may also feel isolated or stigmatized 
from their communities and friendships (Stanley, 2011). Alongside internalising 
difficulties, children exposed to DV had increased externalising of emotional difficulties 
which could manifest as hyperactivity, reduced impulse control, aggression and bullying 
(Pepler, Catallo, & Moore, 2000). Those children are also more likely to be bullies or 
victims of bullying; with an increased effect for girls (Baldry, 2003), to respond with 
anger to conflict (Adamson & Thompson, 1998) and to be physically hurt by intervening 
in DV (Lee, Kotch, & Cox, 2004).  
 
Indeed, around 40% of children exposed to DV showed clinically significant emotional 
and behavioural difficulties, compared with 10% for those who did not live in a violent 
home (Harold & Howarth, 2004). Thus children who experience DV are more likely to 
internalise and externalise behaviours, which could lead to further issues (Evans, Davies, 
& DiLillo, 2008). Moreover, witnesses of abuse and direct victims of abuse were at 
similar risk of displaying challenging behaviour (Sternberg, Baradaran, Abbott, Lamb & 
Guterman, 2006). Thus, emphasising that children are often not passive observers of DV 
but actively experience the events. 
 
Alongside, an increase in physical ‘aggression’ to partners and peers as well as anti-social 
behaviour has been associated with children who experience DV (Lichter & McCloskey, 
2004; McCloskey & Lichter, 2003). The former authors found a mediating role of 
depression for adolescents. Holt, Buckley and Whelan (2008) stated that experiencing 
DV increased a child’s risk of developing emotional and behavioural problems alongside 
increased exposure to other adverse childhood experiences.  
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Mental health 
Experiencing DV in childhood or adolescence could increase the risk of increased 
emotional and mental health difficulties (Thompson & Trice-Black, 2012). Linked to DV 
are increased prevalence rates of post-traumatic stress disorder (Graham-Bermann & 
Seng, 2005), depression and anxiety (Lewis et al., 2012). More specifically, Litrownik, 
Newton, Hunter, English and Everson (2003) found that type of abuse affected children’s 
mental health differently; experiencing psychological abuse resulted in increased 
anxiety and depression, whereas combined with physical abuse resulted in aggressive 
behaviours. Moreover, children living with DV have reduced self-esteem and are at 
increased risk of displaying suicidal behaviours and (Fantuzzo & Mohr, 1999).  
 
Parents’ mental health can impact on children’s wellbeing and behaviours. Harm to 
children by a partner was predictive of mothers’ levels of depression and post-traumatic 
stress symptoms (Rivera, Sullivan, Zeoli, & Bybee, 2016). In contrast to these findings, 
whilst past DV was associated with infants externalising behaviours, this was partially 
mediated by positive maternal parenting (Levendosky, Leahy, Anne, Davidson & von 
Eye, 2006). Aligning with the findings, maternal mental health was reported as a risk 
factor for adjustment problems in children (Graham-Bermann et al., 2009), perhaps 
therefore the absence of such difficulties could be a resilience factor for children 
experiencing DV. 
Living with DV had longer term effects on mental health. Longer exposure to DV was 
linked to severe adjustment problems in children related to self-worth, social 
competence, depression and behaviours (Graham-Bermann et al., 2009). Similarly, 
parents who reported experiencing DV when their child entered Year 1 of schooling, was 
directly related to maternal mental health and parenting behaviour in Year 3 (Huang, 
Wang, & Warrener, 2010). This had direct effects on children’s externalising and 
internalising behaviours in Year 5, suggesting that DV has a longer term and cumulative 
effect on children’s wellbeing. Therefore, prevention through awareness raising and 
early intervention are imperative to support children and their families.  
Cognition and learning 
The effects of DV can have an enduring and long-term effect on children’s cognition and 
learning. Some children may need statutory support in the form of an Education, Health 
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and Care Plan (DfE, 2015), others who experience DV may be supported with little or no 
other additional help in school (Clarke & Wydall, 2015). Furthermore, not all children 
are affected in the same way, thus emphasising the need for individualised support 
(Kitzmann et al., 2003). 
 
Children exposed to DV had the poorest outcomes in school attendance, maths and 
reading compared to the general population of children, more so than experiencing 
childhood maltreatment (Kiesel, Piescher & Edleson, 2016). An earlier study echoed 
these results suggesting that experiencing DV uniquely predicted low reading levels 
(Thompson & Whimper, 2010). The study explored children from low-income 
backgrounds and as DV occurs regardless of socio-economic status it would be beneficial 
to research wider groups outside of urban areas. Although only one age group of 
children was used, aged 12 years is an appropriate time to measure reading differences.  
 
Additionally, experiencing DV at 11 years was reported to be related to low academic 
achievement at Key Stage 3 in English, maths and science (Harold et al., 2007). As well 
as showing decreased cognitive functioning (Koenen, Moffitt, Caspi, Taylor & Purcell, 
2003). One study suggested that children exposed to DV decreased whole class test 
scores in maths and reading, and increased disciplinary incidents by peers in the 
classroom (Carrell & Hoekstra, 2010). It seems difficult to attribute with any certainty 
that children affected by DV caused such effects, yet the authors state by controlling for 
class size, composition and individual characteristics they identified DV as a causal 
effect. A limitation of the study was that children were identified as experiencing DV if 
they had entered the judicial system, whilst many more children in these classes may be 
unidentified as living with DV and thus would impact on the results of the study.  
 
Communication and interaction 
Huth-Bocks, Levendosky and Semel (2001) reported that children aged 5-6 years  
affected by DV scored lower on tests of verbal abilities, but not on visuospatial tasks, 
when compared to a control group. The authors mediated for the effects of socio-
economic status and child abuse, however their definition of DV was limited to having 
experienced physical abuse. The authors noted an indirect effect of DV on “intellectual 
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functioning” as a result of level of maternal depression and “intellectual quality of the 
home environment”.  
 
Research conducted by Lazarus & Folkman (1984) explored the strategies and actions 
used by children in response to experiencing psychological distress. The use of self-talk 
and adaptive behaviour to manage stressful events is a typical coping response. 
However, the authors note that some forms of avoidance coping result in greater 
psychological difficulties and could affect children’s communication with peers and 
adults. An apt summary of the effects of experiencing DV in childhood in the area of 
communication and interaction can be seen below: 
 
The impact of domestic violence on their lives manifested itself with regard to 
their sense of fear and anxiety in relation to themselves, their siblings and their 
mothers; their self-esteem and sense of being ‘different’, their relationships 
(including ambivalent relationships with their fathers); their experiences of 
education and their sense of a lost childhood. (Buckley et al., 2007, p. 298).  
 
The emotive language used by the authors and use of terms such as ‘lost childhood’ 
highlight the extent to which Buckley et al. (2007) feel DV can affect children and shape 
their experiences. 
 
Sensory and/or physical needs 
There is a higher risk of neglect and physical abuse for children who live with DV, which 
would affect their feelings of physical and psychological safety (Lee et al., 2004). 
Moreover, children may be at risk of physical injury if they intervene in instances of DV 
(Stanley & Humphreys, 2014). Indeed, SafeLives (2015) reported that 62% of children 
affected by DV were directly harmed as a result. In particular, a study by Valente et al. 
(2015) indicated that reports of bodily harm to the police had a higher prevalence of 
children being injured than any other age bracket, in particular with head and neck 
injuries. This could be due to the vulnerability of children in their physical stature, 
wanting to intervene and perhaps being less able to hide such injuries than adults. The 
study was completed in Brazil and with females thus cultural differences may mean the 
results are not transferable in terms of statistics and experiences in the UK context.  
 
In England for identified children in need, 49.9% had domestic abuse as an identified 
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factor (Department for Education, 2017) and the proportion of children subject to child 
protection plans who had experienced DV ranged between 27-55% suggesting a link 
between risk of harm and domestic violence (Cleaver et al., 2011). Furthermore, 
evidence suggests that adults who perpetrate violence towards their partner are more 
likely to abuse their children (Holt et al., 2008).  
 
In terms of physical health Graham-Bermann and Seng (2005) reported that children 
exposed to DV had more health conditions than their non-exposed peers. This has 
implications for healthcare. Specifically, some of the recommendations for health care 
professionals are a) to be better trained to identify and assess DV in children in order to 
safeguard families, b) to work more collaboratively in a multi-agency way and c) to 
support the most vulnerable groups experiencing DV (Department of Health [DoH], 
2017; National Institute for Health and Care Excellence, 2016). 
 
Interacting Factors 
A multitude of interacting factors which occur alongside DV mean it is difficult to 
indicate with certainty a causal relationship between DV and a given effect. As a result 
the DoH's (2017) action plan for improving services for women and child survivors of 
abuse recognised that violence was a risk factor where there were multiple issues within 
families. Kitzmann et al.'s (2003) meta-analysis reported a significant relationship 
between inter-parental violence and overall child outcomes. The research stated that 
63% of children exposed to DV had lower outcomes than those not exposed to DV and 
that these outcomes were not significantly different from those who were physically 
abused. A number of interacting factors affect the impact of DV on children. These 
include social deprivation, alcohol and drugs, and ongoing abuse. 
 
Social deprivation 
DV happens regardless of socioeconomic status and across all social milieu (Walker, 
1979). Yet research has reported a link between social deprivation and increased 
reporting of DV. Gewirtz and Edleson (2007) stated that poverty posed the most 
significant threat to school readiness for school-aged children. In particular, the 
cumulating effect of social deprivation and DV can affect secure attachments to primary 
caregivers and future academic attainment. Similar literature documents an increased 
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risk of harm for children when DV interacts with poverty (Osofsky, 2003). The 
accompanying factors to poverty such as impact on parental mental health, 
unemployment and feelings of disempowerment could be maintaining influences on DV 
within areas of social deprivation.  
 
Alcohol and drugs 
The relationship of DV with drugs and alcohol is contested. In a study, 32% of survivors 
noted the perpetrator of DV had been drinking (Finney, 2004) and further research 
showed 8% were under the influence of drugs (Mirrlees-Black & Byron, 1999). Yet this 
does not negate the violence that occurs, which is likely to happen regardless of alcohol 
consumption (Galvani, 2004).  
 
Mumford, Liu, and Joseph (2018) reported that women who were labelled as “higher 
risk drinkers” before pregnancy, were significantly more likely to experience physical 
abuse during the first stages of parenting, than those who did not drink. Moreover, 
Mumford et al. (2018) found that for non-drinking women, if the child’s co-resident 
father engaged in binge drinking, the woman was three times more likely to be 
physically abused in the early stages of parenting. The authors suggest that discordant 
drinking patterns may be a defence mechanism for mothers in order to attempt to keep 
themselves and their child safe. Heavy drinking was defined as having more than four 
drinks per week, however, there was no record of whether the drinking was during one 
day or over a seven-day period, which may impact on the results. 
 
The role of alcohol in perpetrating DV is one of the myths that DV charitable 
organisations are attempting to address in order to negate blame on external factors. 
However, given the co-morbidity between DV and alcohol, I believe such factors need 
to be included in any policy or support which is provided to survivors and perpetrators. 
It is important to explore the interaction of individuals with their environments and with 
each other to successfully begin to enact change and bridge the gap between prevention 
research and practice (Wandersman et al., 2008).  
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Longer term impact 
Significantly, Artz et al. (2014) reported that experiencing DV had a cascading effect for 
children in that exposure to DV had a long-term impact on all areas of development. 
Furthermore, the authors suggest that each area of development interacts over time to 
create a cumulative effect on the child. The authors highlight some of the limitations of 
research into DV, such as lack of clarity on definitions, small and limited samples and 
over-reliance on self-report measures. A much needed critique is that there is limited 
research into ranges of children’s involvement and experience of DV. Supportive of this 
view Howell, Barnes, Miller and Graham-Bermann (2016) state the long-term and 
interactive effect living with DV could have on children. Indeed, experiencing DV could 
result in higher Adverse Childhood Experience (ACE) scores due to associated effects, 
which could have harmful effects across the lifespan (Anda et al., 2006).  
 
Interventions 
In a 2016 strategy for ending violence against women and girls, the UK government 
highlighted the need for a stronger evidence base to be central to interventions 
supporting survivors of violence (HM Government, 2016). Research into the 
effectiveness of current interventions for children and families who have experienced 
DV is lacking, particularly in the UK (Rivett, Howarth, & Harold, 2006), suggesting the 
need for increased evidence-based research in the area. Nonetheless, at present, the 
research suggests that interventions should be person-centred, collaborative, work with 
systems and have targeted approaches for specific children. 
 
Person-centred 
A recent review suggested that holistic and child-centred approaches should be taken 
to delivering children’s services (Holt et al., 2008). In particular, allowing children to 
share their experiences and what they want in terms of support is important. 
Specifically, children wanted someone to talk to who would listen to them and who they 
could trust, as well as age-appropriate information to help them understand the abuse 
(Gorin, 2004). Furthermore, children needed safe places where they could talk about 
what was happening to them, this could be within their local communities, in schools 
or with their families (Rivett et al., 2006). The authors suggest the need for community 
responses to DV so that children understand safety is valued in their locality and they 
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will receive help to be safe if necessary.  
 
A study on children’s perspectives by Buckley et al. (2007) found that some children felt 
school was a safe place. However, other children felt unsafe, for example reporting fear 
of being bullied if their peers found out about their home situation. Other children in 
the study did not feel safe in school as they found it difficult to concentrate due to worry 
or lack of sleep. Children in the study noted that it would have been helpful for them if 
teachers had a greater awareness of DV and its impact. Children felt that talking about 
their experiences may have helped them process and manage the impact. Providing 
services such as time for a homework club and promoting achievement in school were 
also expressed to be helpful for children. Additionally, most children would have liked 
someone they could talk to so as not to feel alone and different from everyone else, 
perhaps a mentor or group intervention would be helpful. The information from this 
study provided valuable insight into children’s perspective of DV particularly in schools 
and what they would like to happen in order to be more supported and feel less isolated. 
Collaborative 
Evidence suggests that successful interventions for DV work with both parents and 
children. A review by Ofsted (2017) found the best approaches to support the impact of 
DV focused on the child, were family-centred and received a multi-agency response. For 
example Holt, Kirwan and Ngo (2015) found that group work with mothers and children 
produced a supportive environment where experiences of DV could be shared, as well 
as enabling positive parent modelling and increased awareness of DV and its impact on 
child development. Indeed, a core component of intervention success is parent’s 
engagement with the child’s perspective on domestic violence (Stanley et al., 2012), 
which further emphasises the importance of exploring children’s views. Working with 
both mother and child could reduce feelings of blame and reduce trauma symptoms, 
yet mothers felt it was more effective for children than themselves (Sullivan et al., 2004) 
suggesting parents may continue to engage in self-blame after DV has ceased. 
 
Moreover, community-based intervention to reduce the effects of DV has been 
successful in reducing internalising and externalising behaviours (Graham-Bermann, 
Lynch, Banyard, Devoe, & Halabu, 2007). Interventions which aim to build resilience may 
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be helpful in developing self-esteem and self-efficacy as well as having consistent and 
collaborative support from caregivers, friends and adult professionals (Stanley, 2011). 
 
Systemic  
DV awareness in schools is not a statutory duty however Personal, Social and Health 
Education is a prime arena to address the area of DV. Only 13% of young women 
surveyed by Refuge said they gained their knowledge of DV from schools and 59% would 
not know where to seek support about DV if needed (Refuge, 2009). As a result of the 
survey, Refuge (2009) recommended the UK government make learning about DV a 
statutory part of the curriculum and implement whole-school approaches to tackle the 
issue. The reason for such awareness raising is in order to teach children about the 
impact and effects of DV, how to identify unhealthy relationships and where to seek 
support. By reducing the secrecy and stigma surrounding DV, awareness raising can be 
effective in changing unhelpful attitudes towards abuse (Wagstaff, 2009; Wolfe & Jaffe, 
1999). Teaching about healthy relationships in schools is already part of the curriculum 
in England, however, it is often not prioritised by schools, perhaps due to a lack of 
knowledge by teachers. In 2017 the UK government urged schools to prioritise teaching 
about healthy relationships and domestic abuse, however, to my knowledge the effects 
have not yet been measured (Ofsted, 2017).  
 
The NUT in 2005 published their first guidance to schools on DV, which suggested more 
systemic approaches to prevention and safeguarding children affected was needed 
(National Union of Teachers [NUT], 2005). Although the NUT has not published more 
recent guidance on DV, they provide curriculum resources to support lessons on DV, 
reducing gendered stereotypes and violence against women. However, these resources 
are provided for Key Stage 3 children onwards. A scarcity of research and a lack of 
resources for children under 11 years affected by DV suggests the need for study into 
the experiences of younger children.  
 
Targeted 
Some children affected by DV will require interventions which are targeted to specific 
areas of need. One such support could be the use of a trusted adult in school. Thornton 
(2014) found that children were more expressive in their emotions after leaving abusive 
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situations and the author highlighted that schools could take on the role of being an 
attuned adult in order to contain and co-regulate children’s emotional responses. In 
particular, the presence of at least one caring and supportive adult in a child’s life can 
be a critical protective factor for children (Holt et al., 2008). The study considers family 
or extended family as key caregivers, yet trusted and caring relationships with any adult, 
perhaps in school, can be helpful for children. Supportive, dependable relationships with 
adults can help children affected by DV (Unicef, 2006). However, professionals may feel 
unskilled in supporting children affected by DV. Indeed, it was reported that mental 
health professionals in schools were unprepared to work with children experiencing DV 
due to lack of knowledge about specific interventions. The research suggests there is a 
need for specific and targeted interventions devised for professionals working in schools 
(Thompson & Trice-Black, 2012). For example, peer group counselling may be effective 
in reducing emotional difficulties for children (Pepler et al., 2000). 
 
Multi-agency response 
Clarke and Wydall (2015) highlighted the need for and importance of a multi-agency 
response in relation to best supporting and safeguarding children from DV. The authors 
concluded that professional response to DV depended on individual perspectives of DV, 
organisations and the administrative scope of their roles. However, it was not enough 
for professionals to simply be aware of DV from a children’s perspective but they needed 
active involvement with children in order to determine and effectively respond to their 
needs. Indeed, victims and perpetrators of DV all felt that professionals who listened to 
their views and validated their accounts was important (Stanley et al., 2012). 
Professionals not engaging effectively in such a manner was reported to reinforce 
children’s perceptions of their own powerlessness.  
In particular, a review found that interventions at an individual and systems level with 
professionals increased collaborative working, increased referrals and improved the 
screening for DV in terms of safeguarding (Turner et al., 2017). However, the research 
was limited in its focus on interventions addressing parent-to-parent violence not 
between other family members and in the small number of studies reviewed.  
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There are barriers to multi-agency working. These include co-morbid difficulties 
alongside DV meaning multiple clients, responses and agencies which makes it difficult 
to determine who is responsible for each factor. Clearer boundaries and more 
collaborative working between professionals could lead to improved outcomes and 
safety for children experiencing DV (Stanley & Humphreys, 2014). In agreement, 
Peckover and Trotter (2015) found that multi-agency frameworks were important, 
however, greater understanding of how these systems work, focusing on the impact of 
DV on families, with clear designated leads were key to safeguarding children. The 
authors concluded that reflective practice on casework was valuable for improving 
responses to support children and parents living with DV.  
 
Teachers’ Experiences of DV 
Literature on teachers’ perspectives of supporting children who have experienced DV is 
scant. A review of the literature found one paper which had explored the issue 
specifically. Ellis (2012) suggested that knowing a child well was found to be key in 
noticing differences in children and thus effectively safeguarding them. Training 
increased teacher confidence in supporting children affected by DV as well as knowing 
about procedures and systems in school. 
 
The views of teachers in schools is often not a key area of research in domestic abuse 
research. Yet teachers spent a significant amount of time with children during each 
weekday, and often had insight into those children. Teachers are therefore well-placed 
to describe the impact of DV on children, and thus to support those children on a daily 
basis. Relationships with teachers in school was reported to be important for children’s 
development (Bergin & Bergin, 2009). In particular, having an adult the child could trust, 
who was in tune with them and safe as well as responsive to their needs, was important 
to children (Thornton, 2014). The dearth of peer-reviewed research on teachers’ views 
of domestic abuse, and their relational bonds with children, suggests it is necessary to 
explore teacher views about DV and to understand their experiences of supporting 
children.  
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Psychological Frameworks 
A number of psychological theories and frameworks for practice can be used to help 
understand and support children affected by DV. These  include social learning theory 
(Bandura, 1977) and attachment theories (Ainsworth, Blehar, Waters, & Wall, 1978; 
Bowlby, 1969). 
Social learning theory 
Social learning theory (Bandura, 1977) has been cited in DV literature with links to 
children expressing externalising behaviour as a result of replicating physically hurtful 
behaviour seen from one parent to another (Anderson & Kimberly, 2008). The theory 
posits that children learn through interaction with other individuals, learning through 
copying their actions. Children living with DV were linked with perpetrating or receiving 
abuse in later adult relationships (Stith et al., 2000). The strength of the effect in the 
authors’ meta-analysis ranged from weak to strong depending on the study suggesting 
the results are more variable between studies.  
 
The most recent study, to my knowledge, suggests an intergenerational transmission of 
violence, that exposure to DV in childhood is significantly associated with perpetrating 
intimate partner violence in adulthood (Murshid & Murshid, 2018). The study was 
conducted in Bangladesh and with an all-male sample therefore a more representative 
sample illustrating a cross-section of the population experiencing DV may be helpful to 
consider any patterns across individuals, but also across cultures. 
 
Whilst social learning theory can be useful in understanding the perpetuation of DV and 
accounting for risk factors in later relationships, it may be too simplistic of a model. Kelly 
(1994) stated that the theory excludes the complex processes of sense making involved 
in human interaction and hence interpretation of events. Moreover, the theory does not 
account for children who live with DV and do not copy and use this behaviour (Dryden, 
Doherty, & Nicolson, 2010). Additionally, Bevan and Higgins (2002) reported that neglect 
in childhood was predictive of physical abuse to partners, but witnessing DV was not. 
Rather, witnessing DV was associated with later emotional but not physical abuse of a 
partner, suggesting not copying of behaviour but deeper psychological mechanisms. 
Although the study used only men as participants, and those who attended counselling, 
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perhaps resulting in a reporting bias. The results do indicate an alternative to social 
learning theory should be considered when exploring DV, particularly to explore the 
interaction of a number of factors involved in individuals perpetrating DV. 
 
Attachment theories 
The impact of DV on children may be explained in part by attachment theories 
(Ainsworth et al., 1978; Bowlby, 1969). The theories posit that children form 
relationships with their caregivers; when this is appropriate, warm and responsive, 
secure attachments are formed. Bowlby (1969) suggested that attachment to a primary 
caregiver was functional and acted as a survival mechanism for the infant who was fully 
dependent on the caregiver for their physical and emotional needs. This included 
protection from injury and emotional distress (Goldberg, Grusec, & Jenkins, 1999).  
 
When threats to the caregiver-child relationship emerged so that children do not have 
their needs met, insecure attachments develop. This could happen in DV when the 
abusive parent presents as unsafe physically or emotionally. For the abused parent, the 
abuse may mean they are not emotionally or physically able to develop a secure 
relationship with their child. For instance, the need to survive abuse may override any 
emotional capacity to bond with a child. One mother described their experience of DV 
as, “I was too busy protecting my baby to attach” (Buchanan et al., 2014, p.713) 
highlighting the idea that the emotional capacity of individuals affected by DV is 
overridden by their need for survival. The authors suggest that DV presented a 
persistent threat to physical and psychological safety to mother’s infants. However, the 
group of individuals studied was a selective group of 16 mothers and thus the views of 
a more representative group may be useful to explore. 
 
Few other studies have explored the effects of DV on child attachment directly. One 
such study found that women exposed to DV during pregnancy reported reduced 
attachment to their babies at 6 months (Quinlivan & Evans, 2005). Moreover, in later 
life DV appeared a factor in adult perpetrators presenting lower levels of attachment 
security (Goldenson, Geffner, Foster, & Clipson, 2007). Other studies, whilst not 
focusing directly on DV, reported the impact of insecure attachments. For instance, 
children with insecure attachments performed academically lower than securely 
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attached children (Bergin & Bergin, 2009). Moreover, stronger attachments in 
adolescence were related to lower levels of antisocial behaviour (Sousa et al., (2011).  
 
Using attachment theories as a framework for understanding DV has created effective 
interventions to support children and families. In particular, supporting parents through 
healthy relationship awareness, being responsive and promoting connection to 
communities, promoted secure attachments with mothers and their children (Gewirtz 
& Edleson, 2007). Thus attachment theories could be helpful in explaining and reducing 
the impact of DV on children by informing interventions and professional practice. 
 
Creative Methodology 
Leonard and McKnight (2015) suggest using visual research methods can help to reduce 
the power imbalance of researcher and participant and enables the participant to 
become an “expert” in their own lives. Visual tools therefore may be particularly useful 
for working with children who have experienced DV, having previously experienced a 
power imbalance in a parenting relationship. Moreover, Baker (2015) described the use 
of pictures with children as enabling them to share their understanding of a topic more 
effectively than they could verbally. I will outline in this section the literature on visual 
methods and the value of using such tools within DV research. In particular I aim to 
outline specific tools which I have used in my research to elicit the views of children and 
teachers.  
 
Visual methods 
Visual research methods have been used with “difficult to reach” groups. For example, 
Chase, Mignone and Diffey (2010) utilised the approach with aboriginal communities 
who had experienced DV, as an assessment and research tool as well as a preventative 
and therapeutic process. Chase et al. (2010) explain that using symbols can be a means 
of allowing individuals to tell their story in a culturally sensitive way. The authors argue 
that symbols allow individuals to reflect on resilience and protective factors within 
traumatic situations that aids breaking free from the cycle of violence. 
 
Visual methods are also useful in order to work symbolically. To create images in order 
to elicit talk and extend vocabulary but also to illustrate a visual representation of one’s 
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experiences (Thompson et al., 2008). For example, producing images in particular places 
can be participatory and promote articulation (Haw & Hadfield, 2011). Allan and Tinkler 
(2015) suggested that the use of visuals in such a way “makes it possible to see 
educational contexts as spaces where non-human forces are equally at play and are 
factors in children’s learning and becomings.” (p.799). Therefore, visual methods are 
valuable in exploring educational settings through using individuals, objects and the 
environment.  
 
The reason that visual methods may be useful when working with children affected by 
DV could be that traumatic memories are experienced differently than non-traumatic 
memories. Rolston (2010) states that narratives around these memories cannot develop 
or fade and are “locked in an eternal now.” (p.248). The author states that “symbols can 
be the bridge between the past and the future which makes the present tolerable” 
(p.300). Additionally, Thornton (2014) explored the emotional impact of DV on young 
children, utilising more creative methods of data collection through drawing. Thornton 
stated: 
Young children who have lived with domestic violence are a particularly suitable 
population for creative methods of data collection such as play and art. Their 
developmental stage leaves them less able to verbally convey their experiences, 
particularly since memories of traumatic events at any age are commonly stored 
in affective, non-declarative memory making them less accessible for verbal 
recall (p.92) 
 
Furthermore, symbolic representation in play can be used to explore emotions 
expressed as a result of traumatic life experiences, meaning that research using visual 
arts-based methodology may be most appropriate to explore children’s experiences in 
a qualitative manner (Thompson & Trice-Black, 2012). Therefore, the use of visual 
methods seemed appropriate due to the nature of domestic abuse when exploring the 
views of children.  
 
Visual tools 
The methods used within my research are an amalgamation of approaches which may 
best be described as Clark and Moss' (2011) “Mosaic approach”. The Mosaic approach 
was initially produced as a way of listening to children’s views about their environment 
using visual and kinaesthetic communications. Since then it has been used by a number 
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of different researchers. The approach has become synonymous with utilising a variety 
of materials in order to give insight into how children and adults co-construct meaning. 
The process of reading the extant literature and attending a practical workshop on visual 
methods (Allan, 2017) lead to my research design for the study. The methods included 
using photo elicitation, walking interviews and map drawing encompassed by a mosaic 
approach for phase 1, and SSM incorporating a Rich Picture for phase 2. 
 
Maps 
The use of drawing maps has been used with children as a method of illustrating their 
views about place. It has been used symbolically and suggested to be particularly useful 
with younger children (Liben & Downs, 1989). Map drawing allows for the elements of 
language, colour and images to be intertwined rather than using single communicative 
elements (Dicks, Soyinka, & Coffey, 2006). Studies on children’s map drawing have 
considered mapping of neighbourhoods (Hume, Salmon, & Ball, 2005) and their route 
from home to school (Rissotto & Tonucci, 2002). There are few studies which use map 
drawing of schools with children to elicit their views. One example is Clark's (2011) “map 
making” which included children sticking photographs from their environment alongside 
drawings to understand their experiences within school. The value of map drawing when 
working with younger children illustrates that it is a useful tool to elicit the views of 
children, in particular, of the school environment.  
 
Walking interview 
The use of walking interviews is a relatively recent method within research design yet 
can provide rich data through an individual’s environment. Walking around a space and 
capturing images can allow for a multi-sensory embodied experience which gives insight 
into how children place make (Pink, 2007, 2008). The use of  a walking interview is 
described by Evans and Jones (2011) who reported that walking, as opposed to 
sedentary approaches, provided rich narratives about place. Like the authors, my 
walking interview was intended to be led by the children and “thus partially made up on 
the spot” (Evans & Jones, 2011, p. 850). Clark and Emmel (2008) highlight the 
significance of place in illustrating significant events, everyday events and social 
relationships. Walking interviews can therefore be used to explore how individuals make 
sense of the world.  
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Photo elicitation  
Photo elicitation is used often when eliciting children’s views. The aim being, as Prosser 
and Burke (2008) describe, that “seeing the world through the eyes of a child means 
literally getting down to the eye level and realising the difference that scale makes in a 
person’s view of the world.” (p. 417). Indeed, through photographs individuals portray 
their relationships and social hierarchies (Rose, 2016). Photo interviews are a method of 
using visual images as a prompt for further narrative, are less direct than face-to-face 
interviews and allow for expression outside of the verbal realm (Collier, 1957). It is a 
method of co-constructing reality between the researcher and participants, and for 
individuals to tell their stories through images which reflects their experiences (Pink, 
2013). Additionally, so that children can share their reality through the camera lens 
(Leonard & McKnight, 2015). In using photographs, children become experts of their 
environments and tell a story that expresses their reality (Keat, Strickland, & Marinak, 
2009). 
 
A doctoral thesis within the discipline of educational psychology (Wagstaff, 2009) used 
photo elicitation with children exposed to DV to explore what was important to them. 
The research allowed children to capture what was important to them and do so 
through a lens of which they had control. Bird (2018) explored using collage with women 
who lived with domestic abuse as a way to explore their “transitional story”, highlighting 
the possible value and richness in using arts-based methodology. Bird's (2018) findings 
illustrate my own aims for the research that “visual representations, when combined 
with spoken words, created stories that reference the past, present and future.” (p. 14). 
Therefore, using visual methods seemed appropriate in my research to allow children 
to create stories that would help me understand their past, present and future 
reflections about education. 
 
Soft Systems Methodology 
SSM can be effective as a research tool for exploring complex real world problems (Rose, 
1997). It was originally created within systems engineering and developed later by 
Checkland (1989, 2000) to encompass a social element. In contrast to a “hard” system, 
which includes the explicit and objective parts of a system, “soft” systems are more 
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subjective, about personal experience, recognising that we have different perspectives 
of the world. The use of Rich Pictures within SSM involves creating images with the 
rationale that “our intuitive consciousness communicates more easily in impressions 
and symbols than words….[and that] drawings can both evoke and record insight into a 
situation.” (The Open University, n.d., para. 1). SSM is a ‘sense making’ approach which 
highlights how people in certain situations create meaning of their world and act in a 
purposeful way. Thus, SSM seemed appropriate to explore teacher views of DV, a 
complex real world scenario, using a creative method. 
 
Focus group 
Focus groups are well suited to discussing areas of a sensitive nature in a group context 
(Wilkinson, 2008) and allow for a flexible and dynamic approach. Wilkinson (2008) 
suggested that focus groups allowed researchers to observe how individuals 
collaboratively made sense of the world and at times changed in relation to the social 
situation. Focus groups are not fixed to a particular theoretical framework and thus 
fitted within an interpretative framework. A unique feature of focus groups is that 
individuals can “discuss, debate and (sometimes) disagree about key issues” (Wilkinson, 
2008, p. 187). The use of focus groups thus seemed appropriate to elicit teachers’ views 
about the sensitive topic of DV. 
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Chapter 4: Methodology 
It is important to explain further my “weltanschauung” (worldview), having outlined the 
rationale and context for the present study and explored the extant literature. Firstly, I 
will describe my methodological positon through the concepts of epistemology and 
ontology. Secondly, I will explain the qualitative analysis approach which includes IPA 
and thematic analysis. Finally, I will outline the design of phase 1 and phase 2 as well as 
highlighting the aims and research questions for the study. 
 
Methodological Position 
I aim to outline some of the underpinning ideas and foundations which led to my 
methodological approach. In particular I will explore a two-paradigm approach within 
psychology research before exploring my ontological and epistemological perspective. 
 
Two paradigms 
Within psychology, research generally adopts one of two paradigms; positivism or 
interpretivism. Historically, psychology was seen in terms of a positivist perspective, 
perhaps in a bid to make psychology appear more “scientific”, objective and therefore 
more “credible”. Within the positivist position the domains of cognitive and behaviourist 
psychology were firmly rooted. Ashworth (2008) described positivism as the quest to 
find a single truth or real world through testing hypotheses in order to explore how 
variables interact and affect each other. The author states that, broadly, positivists 
believe that the world can be measured and favour quantitative methods of data 
collection and analysis.  
 
On the other hand, using a more interpretative approach means exploring how people 
create their own realities. Ashworth (2008) posited that there are three types of ways 
that individuals can be viewed in qualitative psychology: as variables, propositions or 
meanings. In relation to an interpretative epistemological position, I aimed to explore 
meanings, that is, individual’s lived experiences and how they make sense of the world. 
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Ontology  
My ontological position is that reality is constructed by individuals as a result of their 
perception of the world in interaction with other individuals. My views seem to be 
encompassed within the interpretative perspective of “Post-modern Constructivism” 
(Furlong & Marsh, 2010; Smith & Osborn, 2008). Rather than one universal truth, I 
perceive there to be multiple truths and stories which exist within the world based on 
individual experiences and interactions. My approach draws on narrative psychology 
which aims to understand another’s experience at a specific time and space, rather than 
attempt to find more general patterns (Crossley, 2000). In summary, I believe that one 
can make acceptable if tentative claims about how the social world looks for specific 
individuals whilst understanding the interpretative bias that individuals can have within 
the research encounter.  
 
Epistemology  
My epistemological position is that individuals are experts in their own lives and that we 
co-construct our understanding of knowledge which tells us about our experiences. My 
overarching aim of the research was to understand children and teachers’ perspectives 
as closely as I could, with the understanding that I would also look through my own 
“lens” and hence potentially “see” a different picture than they portray. The use of 
narrative is important and distinctive because narratives tell us how individuals make 
sense of the world in relation to their interactions. In turn, how we then see and 
interpret those narratives is important to how we make sense of the world.  
 
I was interested in individual experience and the study of a certain experience or 
phenomenon. My methodological position is consistent with using an IPA and thematic 
analysis approach. I considered the use of grounded theory as a method of analysis 
rooted in the data however my aim was not to develop theory or make generalisable 
claims (Charmaz, 2015).  
 
Interpretative Phenomenological Analysis  
IPA is concerned with the way that people make sense of their world and the 
experiences within it. An underpinning value is that as humans we seek to interpret the 
world in which we live and are able to interpret the interaction of people and things in 
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our environment. In order to explore how people make sense of these experiences, IPA 
uses three core strands: phenomenology, hermeneutics and idiography. Traditional 
phenomenology was about exploring individuals experience of life, as described by 
Husserl (1970). This phenomenology was at the descriptive level yet IPA is concerned 
with how individuals perceive and make sense of the world, within an interpretative 
tradition, as outlined by Heidegger (2010). Moreover, IPA’s focus on the idiographic 
maintains exploration at the level of the individual, it is concerned with the particular, 
which are interpreted and “understood within discourses, contexts or traditions.” 
(Furlong & Marsh, 2010, p. 199). IPA also uses double hermeneutics which means 
recognising that the researcher is attempting to make sense of the participant’s meaning 
making (Smith & Osborn, 2008).  
 
Using IPA allows the researcher to consider higher level reflections using a psychological 
lens to enlighten understanding of the research (Pietkiewicz & Smith, 2014). Moreover, 
IPA allows the researcher to be adaptable and creative in data collection and analysis; it 
is subjective but it is also “dialogical, systematic and rigorous” (Smith, Flowers, & Larkin, 
2009, p. 80). 
 
It is stated that interpretation is inevitable, we constantly interpret and re-interpet the 
world and this is a constantly evolving process (Smith & Osborn, 2008). Whilst the 
purpose of using IPA as a tool for analysis is not to determine generalisable 
interpretations, the reader may make their own connections and extrapolations. Smith 
and Osborn (2008) iterate that “the readers make links between the findings of an IPA 
study, their own personal and professional experience, and the claims in the extant 
literature” (p.56). Hence, the reader’s interpretation of the researcher’s findings is 
critical to the implications of the findings in practice.  
 
Interpretivism and IPA are not unique to the discipline of psychology or education, and 
perhaps suggest more ethnographic or sociological approaches. However, the paradigm 
is useful in exploring the lived experiences of individuals which allows us insight into 
their social worlds. Indeed, overlap within disciplines is necessary for change and 
innovation (Allan & Tinkler, 2015). 
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Thematic Analysis  
IPA is increasingly used as a method of analysis within focus group research (Palmer, 
Larkin, de Visser, & Fadden, 2010; Phillips, Montague, & Archer, 2016). It is suggested 
to add depth of analysis by exploring the “groupness” as well as individual experiences, 
and to provide rich data (Phillips et al., 2016). However, using IPA with groups may result 
in difficulty focusing on individual experiences and lead to less detail in the idiographic, 
a core feature of IPA (Tomkins & Eatough, 2010). Additionally “multiple voices, and the 
interactional complexity” (Smith et al., 2009, p. 71) present challenges to employing IPA 
with groups. Thus, aligning with my interpretative stance, whilst acknowledging the 
hermeneutics involved in the research, I utilised thematic analysis for phase 2 of the 
study.  
 
Thematic analysis is posited by Braun and Clark (2006) to be a flexible method of analysis 
which can be used both within other forms of analysis and as a standalone method. 
Phase 2 of the research explored teachers’ perspectives of children who had 
experienced domestic abuse through thematic analysis. I used the method in an 
inductive manner, driven by the data, acknowledging that my view as researcher would 
also impact upon my analysis. In relation to my theoretical positionality, my use of 
thematic analysis was at the interpretative level, suggested by Boyatzis (1998), rather 
than only at the semantic or descriptive level.  
 
Research Design 
The research design encompassed a two-phase study which I aim to outline briefly.  
 
Phase 1 
Phase 1 of the research aimed to explore the lived experience of children in educational 
settings who had been exposed to domestic abuse. The objectives of this phase were to 
explore how children living with domestic abuse experienced education, to find out 
what was important to and for those children in educational settings and to use image-
based data collection methods in order for those children to share their experiences.  
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The research questions in phase 1 were as follows: 
§ How do children describe their educational experiences through 
words and visual processes? 
§ What do children express is important to them for their 
education? 
§ To what extent are visual arts-based methods effective in 
describing children’s experiences of education? 
Figure 2 illustrates the components of phase 1 and phase 2 in order to visually display 
the elements within each phase. The pictures in Figure 2 depict the main elements of 
each session in phase 1.  
 
                                                                                                                         Figure 2: Research methods 
Phase 1
Rapport 
building
Map drawing
Photographs
Photobook
Phase 2
SSM
Focus group
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Phase 2 
Phase 2 of the research aimed to explore the views of teachers on DV and the 
implications for working with those children in schools. The objectives of phase 2 were 
to explore teacher perspectives of the effects of domestic abuse on children, to share 
the experiences of children who took part in phase 1 and to compare teacher and child 
perspectives of how children perceived their learning environments.  
The research questions in phase 2 were as follows: 
§ What are the views of teachers about the impact of domestic 
abuse on children’s experience of education? 
§ To what extent do teachers feel that hearing about the views of 
children who have experienced domestic abuse will change their 
practice in teaching children affected by domestic abuse? 
§ In what ways is soft systems methodology an effective method of 
eliciting teacher perspectives? 
Figure 3 demonstrates that phase 1 findings were used to inform part of the phase 2 
research. The aim was that by completing phase 2 teachers would then change part of 
their practice in supporting children affected by DV. I have included a question mark in 
Figure 3 to indicate the unknown effects this may have.  
 
Ethical considerations 
The Health and Care Professions Council (2015) standards of proficiency state that 
psychologists should practise autonomy, beneficence, non-maleficence and social 
justice in regards to ethical working (Fox, 2015). The research held these ethical 
standards as a base from which to conduct research with children who had experienced 
DV. Ethical approval was received from The University of Exeter (see Appendix B) and 
the complete ethical application form can be seen in Appendix C. Informed consent was 
gained by schools, parents/carers and children for phase 1, and from teachers for phase 
2. Information was anonymised and confidentiality maintained.  
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Consent 
The consent form for parents and children differed. The consent for parents outlined 
the purpose of the research being to explore children’s experiences of school having 
lived with DV whilst the children’s consent form did not include information about DV; 
children were consenting to participate in a “school mapping project”. The reasons for 
this were 1) I did not want children to experience unwanted or unpleasant thoughts or 
feelings as a result of participating in the research 2) children may have lived with DV in 
their early years and may not have conscious memory of the event/s and 3) I did not 
want children to be identifiable as having experienced DV within their class or school 
setting, therefore the title “school mapping project” was used. 
 
It is possible that some of the children knew that they were identified to participate in 
the research as a result of living with DV through parents sharing this information. This 
could have impacted on how much or little the children shared with me. However, no 
child talked to me about knowing this information.  
  
Reducing possible harm 
Children who have experienced domestic violence are a vulnerable group even after the 
DV has ended. Although the topic of domestic violence was not discussed during the 
research with children, having been identified due to previously experiencing DV there 
was a potential that children involved would experience adverse effects. Therefore I 
planned to minimise any possible harm by considering the ethical implications of the 
research.  
 
As a Trainee Educational Psychologist I was sensitive to the needs of the children in the 
project and aware of the need to take breaks, to be sensitive and reflexive to how the 
child was feeling and ensure the children had the option to have a member of staff 
accompany them if they chose. If a child did experience unpleasant or unhelpful feelings, 
memories or thoughts whilst completing the research I had planned to allow the child 
to talk about their feelings if they wanted to, to return to their classroom or a safe space 
in school and/or talk to a trusted and known adult. Further, I had planned to check-in at 
a later date with the school to ensure if a child had experienced discomfort as a result 
of the research that the usual support processes within school were being followed. If 
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necessary, parents/guardians would have been informed. In the research no child 
expressed or was reported by school to experience uncomfortable feelings during or 
after participating in the project. 
 
Disclosure 
If a child had made a disclosure to me during the research I had planned to contact the 
designated safeguarding officer in the school to pass on any information that was of 
concern. If a disclosure was made by a child about an illegal activity I would have 
contacted the appropriate statutory authority in order to pass on any information which 
may have affected the child. Neither of these instances happened during the research. 
 
If a teacher experienced unpleasant or unwanted thoughts or feelings as a result of 
taking part in the research I had planned to provide those individuals with signposting 
to external agencies. It was surprising that one teacher made a disclosure about 
experiencing childhood domestic violence whilst taking part in the research. In that 
situation I spoke to the individual after the session to ask if they would like to talk about 
what they had disclosed and offered information about external agencies which support 
the impact of DV. The teacher did not want to speak at the end of the session about any 
of his experiences.  
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Figure 3: Research design 
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Chapter 5: Phase 1 
 
Phase 1 involved working with children. The aim was to explore the lived experience of 
children in educational settings who had lived with DV. Visual methodology was 
employed to elicit children’s views about their school experiences. This included map 
drawing, photo elicitation and walking interviews. The recruitment process and criteria 
for involvement are outlined followed by the method utilised and analysis undertaken. 
A findings and discussion section outlines the analysis of information and links the study 
with the wider literature.  
 
Method 
Recruitment 
Phase 1 began with recruitment of individuals to participate in the study. Figure 4 
illustrates the process of recruiting participants and gaining informed consent. I utilised 
prior relationships with primary schools where I was working as a Trainee Educational 
Psychologist. Four schools were contacted via the Special Educational Needs and 
Disability Co-ordinator (SENDCo); three schools agreed to take part in the research. One 
school did not have any children who fitted the criteria for involvement (outlined below) 
and so were not able to participate.  
 
Criteria for involvement:  
- The child is in Key Stage 2; 
- The child has experienced domestic violence in the past; 
- The child is not currently living with domestic violence.  
 
Once the head teacher of each school agreed to participation, the SENDCos contacted 
parents of children who met the criteria for involvement in the research to explain the 
study and give a consent form to parents (see Appendix D). The project was entitled 
“The school mapping project” in order that the sessions were sensitive to the child and 
not identifiable as related to DV. When parents had given consent for their child to 
participant, the SENDCo explained the project to each child and asked if they would like 
to take part. The child was given the children’s information and consent form by the 
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school and asked to write their name on the form if they agreed to take part (see 
Appendix E). During the first session I met with children and explained the consent form 
again, I asked them to repeat back to me in their own words what it meant to take part 
in the study to ensure they were giving informed consent. 
Schools invited to 
help recruit 
participants
Schools contact 
parents of 
prospective 
participants
Parents given 
information and 
consent form via 
school
Parent agrees for 
child to 
participate 
Researcher meets 
with parent and 
child at school 
Child given 
accessible 
information and 
consent form
Child agrees to 
participate
Begin research 
project
Child disagrees to 
participate
No further 
contact 
Parent disagrees 
to childs 
participation
No further 
contact
Parent does not 
respond
School contacts 
parent a second 
time
Parent agrees for 
child to 
participate
Parent does not 
respond
No further 
contact
Figure 4: Recruitment process flowchart 
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Participants 
IPA utilises purposive sampling in that individuals are generally from the same 
homogenous group, in this case, children who had experienced domestic abuse. 
Research on the impact of DV on children has often focused on secondary aged 
individuals therefore I wanted to explore the experiences of younger children. Due to 
the nature of the project involving the use of camera equipment and ability to explore 
and expand upon their ideas verbally, I chose to focus on children in the Key Stage 2 age 
range. I met with nine children aged between 7 and 11 years old who were identified as 
being in Key Stage 2. Two children that took part were siblings. 
 
The children chose their own “code-name” to use during the sessions however in order 
to prevent any identifying characteristics of the children I have assigned each child a 
pseudonym (see Table 2). In the table are the year group, sex and school group the 
children attended. 
 
Table 2: Profile of children 
Pseudonym  Year group Sex School 
Emily 5 F 1 
Mia 3 F 1 
Ella 3 F 2 
Oliver 3 M 1 
Jack 5 M 3 
Harry 4 M 2 
Jessica 6 F 2 
George 5 M 2 
Lily 6 F 2 
 
The school SENDCo identified children who met the inclusion criteria to participate in 
respect to having experienced DV in the past and to not be currently living with DV. 
Although the group of children was homogenous in relation to having lived with DV it 
was not necessary, in the case of my research, to know about any details of the 
children’s past histories in respect to DV. There were three reasons for this. Firstly, some 
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of the children may not be able to recall details of the DV they had experienced, either 
because the DV occurred in their early years or due to the impact of experiencing a 
trauma. Secondly, I did not want the child, or their parent/carer, to experience a re-
living of the trauma, which could have resulted in unwanted or uncomfortable thoughts 
or feelings. Finally, as I believe that each individual’s experience is unique and that the 
extent to which an individual perceives themselves to have lived with domestic violence 
is socially constructed, I felt it was not necessary to ask specific details about the 
violence. The purpose of the research was to explore children’s experiences of 
education, being in a homogenous group of having previously lived with DV, rather than 
to explore their experiences of DV specifically. 
 
Sessions 
I met children on four occasions, the content of which are illustrated in Table 3. Although 
the project employed visual methodology and the children’s images were rich in data,  
it was important that the children were able to have some ownership over the project 
and take their images away with them. Therefore, I have not included children’s 
photographs or drawings within the write-up of this thesis.  
 
Table 3: Session overview 
Session Title Overview 
1 Consent and rapport I met with children to explain the study and 
ensured they understood what would be 
happening. I also played games such as Uno and 
Dobble in order to build rapport with the children 
and allow them to feel relaxed. 
2 Map drawing The children were given white paper and a 
number of resources before being asked to 
“draw a map of your school”. I explained there 
were a number of resources that they could use 
like pencils, pens, coloured paper and tape and 
that they could draw what they liked. 
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3 Walking interview and 
photo elicitation 
The children were asked, “I want you to show me 
around your school, we’re going to take some 
photographs and you can choose what you want 
to take photographs of”. We practiced using the 
camera. In order to find out more about the 
child’s experiences in school and the 
photographs they had chosen to take, I used a 
number of prompts such as “Why did you take a 
photograph of [object]?” or “What do you like 
about [this toy/place]” 
4 Photobook I met with children to show them their printed 
photographs and create a photobook. I asked 
them to choose their favourite and least 
favourite photographs. I also asked them if they 
could group their photographs together. The 
children then choose which photographs to 
include in the photobook, in which order and 
style, and if they wanted to write comments. 
They took their photobook away with them. 
 
Transcription 
Session two and three were audio-recorded in order that I could analyse the data in-
depth from the original sessions. The reason being that I wanted to immerse myself in 
the data, to hear for the first time the sessions back and reflect on the interactions. In 
order to return to the original situations and increase ‘trustworthiness’ of the data 
(Rodham, Fox, & Doran, 2015). The actual process of transcription was lengthy and I 
identified with Braun and Clark (2006) that transcription could be frustrating and at 
times boring. However overall, I think it has added to the richness of my interpretation 
and given me an even greater appreciation for the research. In agreement with Braun 
and Clark (2006) “the time spent in transcription is not wasted” (p.88). It was in itself, as 
Lapadat and Lindsay (1999) described, an interpretative act. 
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Analysis Method 
IPA  
An overview of IPA was presented in the methodology section however of note is the 
flexibility afforded in using the approach. Smith and Osborn (2008) suggest a four-stage 
framework for IPA is useful. Yet the authors stress their ideas are not prescriptive and 
the process of employing analysis too is an interpretative act. The authors suggest 
analysis is “a personal process, and the analysis itself is the interpretative work which 
the investigator does at each of the stages.”  (Smith & Osborn, 2008, p. 67). Table 4 
illustrates my interpretation of Smith and Osborn’s (2008) IPA method, and how I have 
employed the process in my research at each of the four stages.  
 
Table 4: Overview of phase 1 analysis stages 
Guidelines My analysis 
 
1. Looking for themes  
in the first case 
During transcription I recorded notes on information 
and interactions. I then read the transcripts making 
notes on language, visual imagery and reflections (see 
Appendix F). I listened to the recordings again alongside 
my notes using the visual data to aid initial commenting 
with the maps and photographs. I inputted the 
transcriptions and visual data into Nvivo, a computer-
based tool, in order to analyse the information. I created 
emergent themes from the data and checked back with 
the original transcripts and notes that themes fitted with 
the data (see Appendix G).  
 
2. Connecting the 
themes 
I listed the emergent themes within each case and 
recorded the number of quotations in each, as well as 
considering the quality of quotations, in understanding 
the child’s experiences (see Appendix H for table of case 
themes). Following analysis of each case I wrote a profile 
for each child with the aim of outlining my interpretation 
of their experiences in order to better understand the 
individual (see Figure 5 for example profile). The profile, 
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like Majors’ (2009) pen-portraits, was as a useful tool for 
supporting interpretation of children’s experiences. See 
Appendix I for profiles on each child. 
 
3. Continuing the 
analysis with other 
cases 
 
I clustered the emergent themes using a method of post-
it notes, moving the themes around physically. I did so 
across cases in order to explore connections between 
cases and created subordinate themes (see Appendix J 
for sample subordinate theme). Subordinate themes 
were grouped into superordinate themes. Finally, global 
themes were used to describe links between 
superordinate themes (See Appendix K for complete list 
of themes). I checked back with the original data to 
ensure that the quotations within each cluster of themes 
were consistent with the theme label.  
 
4. Writing up  
Writing up involved transforming the themes into a 
narrative account in the findings and discussion section, 
involving a further interpretative process. 
Some emergent themes were discarded due to not being representative of the data or 
being inconsistent within the theme.  
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Figure 5: Example profile (Lily) 
 
Lily profile 
 
Within Lily’s sessions a central thread running throughout was that of peers and 
friendships. The social interactions seemed important to her experience of school 
and education. She talked about having good friends who could look out for her and 
who she could play with and have fun. There was an awareness of distinct gender 
groups for Lily. She many times mentioned that “boys do this” or “girls do that”.  
 
Although Lily had recently begun attending the school she appeared to know all the 
parts well. In her map and taking pictures Lily tried to draw the whole picture and 
the main parts of the school. There was a sense of identity within her role as being 
part of the year 6 group. This was associated with being responsible and taking up 
roles in school. For example Lily seemed proud of her role as a mediator.  
 
The outdoor areas were a focus for Lily, particularly the field and the play areas. She 
described each area as being designated to different year groups. Perhaps again 
linked to a sense of identity associated with each year group. There were clear areas 
which Lily perceived to be “allowed” or “not allowed”, and the rules associated with 
these areas. Adults and teachers in school were seen as making the rules in terms of 
providing permission. Alongside, adults were also seen as keeping children safe 
through their actions, for example, of observing at play-times.  
 
Lily saw the school as a big space. She often described places as being “massive” or 
“really big”. Perhaps having a sense of space was seen as a positive. 
 
There were various aspects of safety which were present for Lily. She seemed aware 
of the dangers of the playground based on a previous incident. Lily also mentioned 
some areas where she felt safe to be out of the way of harm, but she also noted 
places she liked to hide. Perhaps for Lily there were places of physical safety and also 
places of emotional safety, where she could go to calm. 
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Findings and Discussion 
I employed a bottom-up method of analysis of the data in order to understand the 
children’s intended meanings as closely as possible. This resulted in seven superordinate 
themes and their associated subordinate themes. A comprehensive table outlining 
global themes, superordinate themes, subordinate themes and emergent themes 
(nodes) can be found in Appendix K. The superordinate themes which were developed 
from the analysis fitted into four global themes. Global theme is a term used within 
thematic analysis rather than IPA, however, I felt that in order to maintain integrity to 
the children’s experiences it seemed appropriate to utilise the term within the analysis. 
A thematic map of global and superordinate themes is shown in Figure 6. A mind map 
in Figure 7 represents the global, superordinate and subordinate themes. 
 
Figure 6: Thematic map of global and superordinate themes 
 
In order to convey the findings of the research project with the most clarity it 
appeared appropriate to illustrate the findings and discussions within the original 
three research questions. Thus the presentation of my analysis and discussion of the 
findings is presented in three sections: 
 
• Research question 1: How do children describe their educational experiences 
through words and visual processes? 
• Research question 2: What do children express is important to them for their 
education? 
• Research question 3: To what extent are visual arts-based methods effective in 
describing children’s experiences of education? 
What is 
important about 
school?
Play
Education
What is 
important for 
me?
Feeling safe
Relationships
What is 
important to 
me?
Identity
Linking the
past to the 
future
The research 
project
The project
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Figure 7: Mind map of global, superordinate and subordinate themes 
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Research question 1 
How do children describe their educational experiences through words and visual 
processes? 
 
The initial aim of the research was to explore the lived experience of children in 
educational settings who had experienced domestic abuse. My aim was to understand 
how children expressed their experiences of school if they had lived with domestic 
abuse. In this section I will outline one global themes which I will discuss in relation to 
research question 1. I will conclude by considering the global theme within the wider 
research question of how children describe their educational experiences through 
words and pictures. I will also discuss the findings in relation to the broader extant 
literature.  
 
In order to respond to research question 1, it seemed appropriate to outline the global 
theme of ‘what is important about school’ in order to explore how children described 
their educational experiences. The children in the study expressed their views using 
drawings, photographs and their own narratives. They explained two important aspects 
about their school experience, which was education and play. Children felt that 
education encompassed learning and the physical environment, and that play, including 
learning through play, was central to their educational experiences. Table 5 outlines 
these two associated superordinate themes along with the encompassed subordinate 
themes. 
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Global theme: What is important about school? 
 
Table 5: What is important about school? 
 
The global theme of ‘what is important about school?’ seemed a good fit with the 
superordinate themes, subordinate themes and the data overall. The superordinate 
themes included ‘play’ and ‘education’. Within the former superordinate theme are the 
subordinate themes of ‘playing’, ‘being outside’ and ‘learning through play’. The latter 
superordinate theme encompassed the subordinate themes of ‘places in school’, 
‘formal learning’ and ‘learning through doing’. I will outline each superordinate theme 
in turn by describing and discussing the subordinate themes within each. Then I will 
draw the two superordinate themes together and discuss the global theme in relation 
to the research question.  
 
Playing 
Children expressed that play was a key element of school for them. They believed that 
playing, being outside and learning through play were central tenants to play within 
school.  
 
Playing 
Children expressed an interest in playing and discussed it often throughout the project. 
All of the children took photographs of the playground, the field and play equipment 
 
Global theme 
 
What is important about school? 
 
 
Superordinate themes 
 
 
Play 
 
 
Education 
 
 
 
Subordinate themes 
 
Playing 
 
Being outside 
 
Learning through 
play 
 
Places in school 
 
Formal learning 
 
Learning through 
doing 
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indicating a commonality of theme. Oliver explicitly expressed that play was the most 
important thing. 
 
Sarah: What’s the most important thing in school do you think?  
Oliver: Playing  
Sarah: Playing?  
Oliver: Not learning 
 
Similarly, Emily felt that play was important in school telling me “there should be like a 
play area because it like gives you a break from learning”. Perhaps for this reason, many 
children talked about their favourite place being the playground or the field with Jack 
expressing the field was “the most enjoyable part”, and Lily said her favourite place was 
“the field…at the moment”. Moreover, two children, Mia and Jack, used coloured pens 
or pencils in their drawings only for the play equipment, for all other aspects of their 
school drawings they used a writing pencil. The contrast of bright colours used for the 
play equipment and the grey used for the rest of the school perhaps indicates the 
distinctiveness or importance of play for them.  
 
Jack felt that the playground was central to the whole school, telling me “the playground 
is probably like that cause it is the middle of the whole place”. Many children stated that 
the playground was large in size with Emily telling me that “it is huge” and Oliver stating 
“It’s bigger than the whole entire school”. The perception of largeness indicates play 
was a form of freedom and having space. For instance, Emily explained that “sometimes 
you just get to do whatever you want”.   
 
Children felt that play was really important to their experience of school. This seems to 
reflect that the trauma experienced through DV meant children were less able to 
verbally express their experiences and thus sought other methods to communicate their 
thoughts and emotions. Play in particular is a central feature of allowing children to 
access and process traumatic events which have been stored in affective, non-
declarative memory (Thornton, 2014). Thus using play and other symbolic activities such 
as play and story-telling could be effective in exploring children’s emotional states with 
them in a positive and appropriate manner (Thompson & Trice-Black, 2012).  
 
 62 
Being outside 
There was frequent discussion about wanting to be outside, play outside or enjoying the 
outdoors. Throughout the second sessions many children spent the majority of time 
outside taking photographs and telling me about their school. There were several 
outside places for children to explore such as woods, forests, gardens, playgrounds and 
fields. For some, outdoors was expressed as their favourite place to be with George 
telling me, “I prefer outside”. For Jessica she particularly liked the woods telling me 
“that’s my favourite part of the school”. 
 
Harry solely took photographs of outside, telling me that “it’s cooler to take it from the 
outside then like, yea, we'll be able to see all the outside of the school”. Harry especially 
wanted to capture the woods because it reminded him of playing there. That was linked 
to Lily’s views, who expressed having a sort of independence in the woods. 
 
Lily: And we walk all the way to the middle, so, you can’t really see it, but all the 
way to the middle and then the teachers stand there and then we just go off  
 
There was furthermore a sense of freedom in Ella’s statement that “we go in the woods 
and we run about”. A sort of contained freedom, having independence and control of 
their actions but under the guidance of teachers. The idea of having freedom to choose 
events perhaps reflects for children their experiences of DV. Through one parent having 
power and control over another (Buchanan et al., 2014), children often feel powerless. 
Therefore, in school it seemed important for these children to have some choice and 
freedom in what they did at school. Yet this freedom and control needed to be contained 
by a teacher or key adult so that children ultimately, felt protected and safe with a 
secure base from which they could explore the environment (Ainsworth et al., 1978).  
 
Conversely to the importance of playing outdoors, two children, Mia and George, 
preferred to play inside. Mia told me that she preferred to stay in lunchtime club and 
George also felt he would prefer to stay inside and learn, which seemed more 
predictable than the playground could be.  
 
George: But in this school we have morning break, lunch and afternoon break  
Sarah: Mm, what do you think about that?  
 63 
George: Um I don't really like it because we have more time playing .… But less 
time working and most people like that idea because it’s working less but I would 
prefer, cause most of the stuff we do here at this school I really like to learn 
about …. Cause sometimes I think, think about asking if I can stay in just so I can 
do some more work 
 
For some children in the study, playing outside was not preferred. Perhaps it could be 
that the unstructured nature of playing outside was more unpredictable than being 
inside and working, in George’s case, or being at a structured lunchtime club, like Mia’s 
experience. The difference in perspectives about play for the children in the research, 
with some liking play outdoors and others preferring other activities, possibly indicates 
that in school these children need, as Holt et al. (2008) suggested, a person-centred 
approach which focuses on individual need and responds with the support that children 
say they want and need. 
 
Learning through play 
Children also discussed play in relation to learning and that this was a fun part of school. 
Oliver told me that “sometimes you do really fun things in the day”, expressing his 
enjoyment of certain events. Jessica felt that specific subjects were fun saying, “that’s a 
fun part, doing music or art”. George talked about indoor PE saying “it’s also for fun” 
and Harry told me that the best thing about school was “meeting Harry, playing the 
guitars and doing this [the project], this is fun”.  
 
On a special occasion, being allowed to play outside was thought be really fun for Jessica. 
 
Jessica: Well some, I think it was one time, um, think it was a couple of years ago 
…. We were allowed on the field when it was snowy …. It was amazing! 
 
Trips, residential and overnight stays in school were discussed as being “fun” (Jessica) 
and “cool” (Emily). Mia stayed in a tent overnight at school, and Jessica and Emily went 
on a residential to a city. 
 
Emily: It was really fun, we stayed, we went to the houses of parliament and we 
stayed in a youth hostel 
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Learning through play and having fun was central to children’s school experience. 
Children’s comments on play are unsurprising yet the importance of play in schools may 
be reduced with increasing value on attainment (Hutchings, 2015). Play can support the 
development of skills necessary for school readiness including emotional regulation, 
social skills and language (Bredekamp, 2004), skills which are often reduced in children 
living with DV. The findings suggest that teachers should incorporate activities which 
focus on giving children some freedom to be creative and express themselves as 
suggested by Thompson and Trice-Black (2012). Moreover, an approach such as PACE 
(Golding & Hughes, 2012) could be effective in schools with children who have 
experienced DV. The model includes using a playfulness approach with children to allow 
them to relax, reflect, and create a different narrative around their stories. In this way, 
children can explore their feelings and experiences as well as build relationships with 
adults and create a strength-narrative.  
 
Education 
Children discussed education as being important to their school experiences. They 
discussed places in school which had significance, formal learning and learning through 
doing. 
 
Places in school 
Classrooms were central places and focal points in many children’s walking interview. 
Children wanted to show me or photograph their classrooms, illustrating a sense of 
pride in where they spent most of the day. However, George felt that he preferred a 
classroom other than his own “Because I think it’s, the classrooms just laid out better” 
and it was more spacious than his. Like outdoor spaces, the schools were discussed as 
being large spaces with a range of places within the school. Mia told me “the school is 
really, really big” and Jessica expressed that “the school’s quite a big school” and that 
“you can just walk forever”. 
 
The observations from children illustrate Allan and Tinkler's (2015) suggestion that 
visual approaches allowed children to explore how physical spaces impact on their 
learning and identity development within schools. Children’s experiences of school were 
embedded in the physical size of school and the layout of classrooms which reflected 
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the importance of connecting physically and emotionally to space in order to feel secure 
and safe.  
 
Lily’s map of the school hall was central to her drawing; it was the largest element and 
she spent time telling me about what people do there saying “Yea that's like the main 
part”. The hall was also described as being used to “eat our lunch” (Jessica), for 
“displays” (Jessica), “Assembly” (Oliver), “PE” (Emily), “learning about safeguarding” 
(Lily) and “Star of the week” (Oliver). The hall was linked to everyday or special places 
for those children. 
 
For Jessica the library was a focal point. Partly this was due to her role as Librarian, but 
also because it was a quiet space.  
 
Jessica: Which is my favourite, library  
Sarah: Is it?  
Jessica: Cause I'm the librarian there 
 
Ella, Harry, George and Lily also talked about the school library being valued. Places 
within school were therefore central to children’s experiences of school. As Clark and 
Emmel (2008) postulated, place is important in mediating both significant and everyday 
events. The children in the study navigated through space in order to share their 
experiences. In doing so they shared the functional every day activities which added to 
consistency, as well as special events. That children had special places in school where 
they liked to be aligns with the findings of Rivett et al. (2006) who suggested it was 
important for children to have places in school where they could express themselves 
and where they were physically safe. 
 
Formal learning 
Part of education was seen by children to include learning and school work. Jessica felt 
that the most important thing about school apart from “friendship” was “obviously 
education”. For Harry, there was a clear meaning to education in school. 
 
Harry: Um well the people, the like the people that learn here, the pupil’s 
education  
Sarah: Ah and what does education mean for you?  
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Harry: It means, um, your learning skills, your reading skills, your writing skills 
and stuff like that so when you're older you can get a good job  
Sarah: Yep  
Harry: So you can get loads of money, get a new job, get a nice job, get a nice 
house and stuff 
 
For Harry his view of school, I felt, was inherently linked with aspirations for his future 
life. Harry’s experiences of his past and his aspirations for the future were bridged by 
his understanding in the present of education, similar to Rolston's  (2010) perspective. 
Yet, when I asked Harry if he liked learning he said, “yea, if I have time to do it”. The 
phrase seemed heavy as though he held responsibilities at home and Harry had earlier 
explained that he spent time helping to look after his siblings; taking his sister outside 
to play or helping out with his younger brothers. For some children who have 
experienced DV, Stanley et al. (2012) suggest that adult responsibilities are undertaken 
in the home; perhaps this was also the case for Harry.  
 
Many of the children felt that it was important to capture, in photograph, the work of 
other pupils. For example Emily took many pictures of displays and said “I think they're 
really good how we've just learnt them and then put them up around school for people, 
for people to look at”. Some children wanted to take photographs of student work on 
the walls or in the classrooms, such as Jack, who stated “I was taking pictures of all the 
homework that people have put their effort in”. This suggests the value that children 
place on learning in school. 
 
All children talked about education in slightly different ways, with some finding it “really 
easy” (Jessica) and others finding it difficult. This illustrates the necessity for an 
individualised approach (Holt et al., 2008). Three children, Emily, Lily and Oliver referred 
to being part of one-to-one or group interventions for reading, suggesting a targeted 
approach was needed (Thompson & Trice-Black, 2012). Some children did not mention 
support therefore either did not think it was important or did not receive such support, 
suggesting some children who experience DV may need little or no additional help in 
school compared to their peers (Clarke & Wydall, 2015). However, this could reflect a 
sampling bias from the school who could have chosen children they felt would show the 
school in a positive perspective. 
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Learning through doing 
As well as perceiving learning to be more formal and academic, mostly associated with 
maths, literacy and topic, learning was also seen to be fun, typically when it was 
practical. It was during these times that the children did not seem to perceive they were 
learning but gained rich experiences in doing so. 
 
Two of the children, Lily and Jack, told me about learning sessions where teachers had 
created different stories as a way of learning in a fun way. For example, Jack’s year group 
were presented with a scene of dinosaur footprints where they had to problem solve 
what had happened. Moreover, George described the best learning as being when he 
was exploring, saying it was “actually fun like the catching a mini-beast and drawing it”. 
Creating “fun” and “cool” tasks described by Jack highlighted the value of practical 
activities for children in schools. Thus ideas of play which fostered creativity were helpful 
in developing problem solving skills as Bredekamp (2004) suggested.   
 
Practical learning also took the form of clubs in school. There were a variety of clubs 
including “forest club” (Mia), “gardening club” (Jack), “drama club” (Jack), “sewing club” 
(George), “lunchtime club” (Emily), “Lego club” (Oliver) and “poetry club” (Lily). Some 
places in school like the forest were “out of bounds” and restricted to those in the club, 
suggesting a special status, which Mia explained to me. George also felt special being 
part of a club when he arrived at his school because his teacher bought an Avengers top 
especially for him. The experiences of these children align with Bergin and Bergin's 
(2009) research which suggested that school belonging was important for children 
exposed to DV. Clubs were cited by the authors as an example of allowing children to 
feel valued and liked. The children in this study believed that being part of a group had 
positive effects. 
 
Research question 1 summary 
The research indicated that children were able to describe their educational experiences 
and provide deep insight into how they perceive school. They expressed using words the 
narratives around their views of school, and utilising a visual approach allowed access 
to, and enhanced, these stories. Children described their educational experiences in a 
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being in school. This has implications for how children affected by DV are supported in 
schools. 
 
Research question 2 
What do children express is important to them for their education? 
 
A further aim of the research was to explore what children feel is important to them for 
their education. I was interested in what was important to and for children at school, 
having lived with DV. In this section I will outline two global themes which I will discuss 
in relation to research question 2. I will conclude by considering the global themes 
within the wider research question of what children express is important for their 
education. I will also discuss the findings in relation to the broader extant literature.  
 
In order to respond to research question 2, it seemed appropriate to outline two global 
themes: ‘what is important to me?’ and ‘what is important for me?’.  The children in the 
study felt that having a sense of identity and belonging within school was important to 
them, as was linking their past experiences of DV to their future aspirations. In the study 
it was important for the children to feel physical and emotionally safe as well as to have 
relationships with adults, family and peers within school. I will outline the themes within 
each global theme in turn, before linking these in relation to research question 2. 
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Global theme: What is important to me? 
 
Table 6 outlines the global theme of ‘what is important to me?’, including the associated 
superordinate themes along with the subordinate themes. 
 
Table 6: What is important to me? 
 
Global theme 
 
What is important to me? 
 
 
Superordinate themes 
 
 
Identity 
 
 
Linking the past to 
the future 
 
 
 
Subordinate themes 
 
Sharing about 
yourself 
 
Being part of the 
school 
 
 
Memories 
 
The future 
 
The global theme of ‘what is important to me?’ seemed a good fit with the 
superordinate themes, subordinate themes and the data overall. The superordinate 
themes included ‘identity’ and ‘linking the past to the future’. Within the former 
superordinate theme are the subordinate themes of ‘sharing about yourself’ and ‘being 
part of the school’. The latter superordinate theme encompassed the subordinate 
themes of ‘memories’ and ‘the future’. I will outline each superordinate theme in turn 
by describing and discussing the subordinate themes within each. Then I will draw the 
two superordinate themes together and discuss in relation to the wider global theme.  
 
Identity 
Children shared about their identity during the project. They described information 
about themselves and about being part of the school. 
 
Sharing about yourself 
Children told me facts and about themselves, their own skills and interests. Contrary to 
research suggesting that children isolate themselves as a result of DV (Stanley et al., 
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2012), the children in my study expressed their strengths and difficulties and seemed to 
understand themselves in the context of their school.  
 
The child who shared the most about himself was George, often giving in-depth 
descriptions of  his character. For example he told me, “I'm not, I'm not scared of any 
animals, prey or predator, not even spiders, like I've held a black widow”. I felt that 
George’s expressions about himself illustrated a need to be validated and heard by an 
adult. The findings are in agreement with Gorin (2004) who found that children who had 
experienced DV wanted people in school to listen to them and have an understanding 
about what they were going through. In fact, children can feel empowered by adults 
engaging in “deep listening” (Gersch, Lipscomb, Stoyles, & Caputi, 2014).  
 
There were two children, George and Oliver, who told me about having a “disorder”. For 
example, George told me about his “OCD” and Oliver told me about having “ADHD”. 
 
Oliver: I have ADHD  
Sarah: O do you, what does that mean for you?  
Oliver: I have no idea my mum actually never told me but, hyper, chatty, fidgety  
Sarah: Yea  
Oliver: I don't know 
 
Whilst Pepler et al. (2000) suggested living with DV could manifest as hyperactivity and 
reduced impulse control, I sensed for these children having such a disorder negatively 
affected their perception of themselves.  
 
By contrast, other children shared their skills in a number of different areas. For example 
Jack told me, “I’ve almost beaten Usain Bolt” in relation to his running skills. Mia told 
me that she could do the splits and that she had passed her test in gymnastics and Ella 
told me that she could do a back bend. That children expressed having good skills is in 
contrast to Graham-Bermann et al. (2009) who found that children affected by DV have 
low self-worth.  
 
Children were keen to tell me about their interests, for example, several children 
expressed interests in reading and stories. Perhaps reading was an escapism for children 
who often included hero and villain characters. As an example, George told me his 
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understanding of the story of Theseus. The story illustrated a character who experienced 
adversity in order to overcome the king to escape and be with his true love. Parts of the 
story included a maze and being stuck, not having a way out; “The daughter loved him 
as well … So the king, he was in with the king, he a put him in a maze”. There was also a 
rescuer in the story; “Um but the girl threw, threw a rope in there before he went in … 
So he pulled it along, so he followed the rope as a guideline … All the way back…He got 
out and they ran away, but his dad turned into the sea god”. I wonder if for George the 
story of Theseus reflected his own story of experiencing DV; feeling trapped with no way 
out until a ‘guideline’ was thrown and he escaped. However, the ‘king’ still turned in to 
a sea god which seemed to indicate a sense of power that the abuser may still have over 
him. Finally, the story ended with Theseus taking control, “So he got home and he was 
the prince, so he become the new king with the queen women”.  
 
For many children who have experienced fear, emotional hurt and perhaps physical 
harm as a result of being exposed to DV, there may be a sense of being trapped, like in 
a maze. The idea of being under the control of the abuser, which continued after the 
abuse stopped, was reiterated later by George when he said “And really there is no 
escape – there, there’s no, of an escape”. He was telling me about an iguana and a snake 
on a television programme, however George may have been using visual images and 
symbols as a metaphor to make sense of his experiences.  
 
In a similar manner, Ella told me that she watched a film recently and explained the story 
to me.  
 
Ella: But it’s pretty funny because a strawberry gets stuck in the, the um in this, 
in strawberry milk thing because that’s how the, then the little girls cause they 
live in the sea and they're mermaid friends, they can’t, they can’t swim, if, if the 
water milkshake thing isn’t flowing  
Sarah: Umhm  
Ella: They they they don’t know, eh, all the land gets cursed because they can’t 
they can’t control it 
 
The story seems to reflect being stuck and not having control over external factors, but 
having to keep going regardless of adversity. One may suggest that these are simply 
stories, yet Smith (2011) talks about his own experience of research where stories can 
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parallel a person’s experiences, that it seems to convey their own depersonalisation of 
those events. Having a holistic view of the research I felt that both Ella and George’s 
stories had a therapeutic element for them, perhaps a way for them to express their 
own experiences in a more manageable format. As a tool, using stories therapeutically 
can be effective for children in processing their experiences and understanding what is 
happening to them (Sunderland, 2001). Indeed, stories can be used to build bridges 
between past experiences and the future when children have experienced trauma 
(Golding, 2014).  
  
Being part of the school 
I felt that children had a real sense of being part of their school. There was an ownership 
which children had about their classes and their school; they had roles and 
responsibilities in school and a sense of pride.  
 
The use of “my” and “our” indicates an affiliation with school and belonging to a group. 
Harry said “We've got like our own little woods”, Jack said “it’s part of our school” and 
Emily said “And this is also one of my projects”. All these indicate a sense of ownership 
within school. 
 
Jessica told me a story about a mosaic at her school which exemplified the notion of 
being part of the school. She was proud of the mosaic “Because it, it shows you what 
____ [school name] is”.  
 
Jessica: And then that’s ____[town] and then that’s our school 
Sarah: Wow  
Jessica: I like it. And then you have the blackbirds and the church  
Sarah: Umhm  
Jessica: And there’s our school. And there’s our church  
Sarah: And is that in ___[town] that monument  
Jessica: Yea, that’s, do you know where the Quay is?  
Sarah: Yea  
Jessica: Um the statue with the man standing on it  
Sarah: Yea, it’s on the Quay  
Jessica: And do you know where the steps are?  
Sarah: O yea, just there  
Jessica: And there’s ice cream  
Sarah: [laughs] O. And is that witches? 
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Jessica was using common references in the town to explain what each element in the 
picture represented and expressed bonding and belonging with the town. For children, 
living with DV can result in feelings of isolation from their peers as a result of the secrecy 
associated with abuse (Stanley et al., 2012). Therefore it is important for children who 
have experienced DV to feel part of, valued and safe within their communities (Rivett et 
al., 2006). 
 
Children talked about roles they had in school and the responsibility they had there. 
Emily told me she was in “the school council team” which involved a feeling of 
responsibility. She proudly showed me her picture on the school council board and 
explained the role. George helped out with the playground resources telling me “I work 
every Thursday in the shed”, which involved distributing toys and play equipment. The 
use of the word ‘job’ illustrated that George felt it was important and dependable. 
Moreover, both Lily and Jessica talked about being a “mediator”. Throughout the 
sessions Jessica expressed valuing order and rule-keeping, thus she told me the role of 
mediator involved, “if anyone’s being, against the rules, we'd either take them to a 
teacher or just speak to them and tell them”. Lily reinforced this idea by saying “So 
they’re kind of second adults”, reflecting Stanley et al.'s (2012) notion that children 
affected by DV feel they have adult responsibilities and perhaps had to do so at a young 
age.  
 
Most children spoke positively about their school. When I asked Harry what it meant to 
use bright colours in his map he told me the following. 
 
Harry: Like it means that it’s like a joyful school I guess, because if you have like 
dark colours it doesn't very look, it doesn't look very joyful really  
 
Being joyful and fun for Harry was due to him feeling part of the school and wanting to 
show others that it was a great place to be. Similarly, Jack wanted to share how good he 
thought his school was.  
 
Jack: So, so people can see this, they can like, you know, really think that this is 
an enjoyable place to play in …. So like they can play football and whatever they 
want up here …. So they can look at it and see if they want to join this school and 
stuff 
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Children were really proud of being part of their school and what they did there. Emily 
was proud of the cycling team and took photographs of the trophy cabinet telling me, 
“it just shows everyone that we're really good at sports and stuff”. Other children were 
proud of their own work. George explained that he got “100%” on a reading quiz and 
was keen to show me his drawing of a grass hopper and Jack showed me a bench that 
he had built and was pleased that “I got chosen” to do the project. Feeling part of the 
school is termed “school bonding” by Bergin and Bergin (2009) who expressed that it 
supports children in feeling valued and secure, thus being more free to take on academic 
and social challenges. Therefore that children in this study felt belonging to their school 
indicates they are supported positively and feel valued in school. 
 
Linking the past to the future 
Memories 
Many of the children talked about memories that they had from their own school, home 
or other places. When the theme of memories was created, for me, the concept was 
that which Crossley (2000) stated, of memories being an active construction between 
two people rather than simply passive retrieval. The author was writing about the 
relationship between therapist and child, however it seemed to be apparent in this 
study. In children sharing their storied lives with me, we jointly construed the meaning 
of those memories and framed the narrative within. 
 
Emily wanted to take a picture of her sister and when asked why she said, “it’s just a 
memory really”. Visually, objects were reminders for children of people or events. 
George said, “That ____van reminds me of my mum’s best friend”. Harry explained that 
he remembered a sheltered area for story time when he was younger saying, “In year 2, 
well in year 3, we used to come under this tree for stories and stuff .… Like you could 
always get in this bit”. Children’s creation of photographs of these objects or places 
helped prompt narrative (Collier, 1957) and allowed access to their memories.  
 
The memories often had a special meaning for children. George explained that he liked 
a particular display and that he would take a different route in order to see it. He said it 
reminded him of when he came to visit the school.  
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George: I used to come here because sharks are my favourite thing  
Sarah: Ah amazing  
George: And at lunch we would purposely take the long way just to see these  
Sarah: Would you? What’s so good about them do you think?  
George: It’s, I don’t know, it’s just that I love sharks and stuff 
 
Rolston (2010) suggested that symbols were used to link the past with the future that 
made the present bearable. I think for George, he used the memory of seeing the sharks 
on his first visit to the school as a memory that he would be OK, that he was safe in this 
school and his favourite animals were a symbol which provided permission to move 
from the past into the future.  
 
A few of the children told me that they had moved to this school from another school. 
For it to be mentioned explicitly perhaps indicates the significance of the move for some 
children. Oliver told me “I had an old school before this”. George wanted to take a 
photograph of a display which was of where he used to live, however it had been 
removed from the wall. 
 
George: Um, they used to have a ____ [city] thing up there  
Sarah: Did they? Up there?  
George: Um, it was here  
Sarah: Yea  
George: I would’ve liked to take a picture of that because I come, I moved from 
____[city] to here  
Sarah: Yea  
George: But they haven’t got that anymore 
 
Perhaps this was a symbol of familiarity which made George feel more settled in his new 
school. The very act of the display being changed brought sadness for George. Yet using 
the visual environment allowed for individuals to re-tell their stories in, as Chase et al. 
(2010) suggest, culturally sensitive ways. The method gave the children a means to 
express their histories. As such, visual methods may be used therapeutically (Chase et 
al., 2010) with children who have lived with DV. 
 
Ella told me that she went to a different school and the “reception was um worser than 
this”. Perhaps Ella had an idealised view of her new school having moved, that it would 
bring with it a sense of play, excitement and being a child. Perhaps supportive of the 
 76 
view that DV impacted by creating a sense of a “lost childhood” (Buckley et al., 2007, p. 
298). George expressed similar dissatisfaction with his old school, telling me “that was 
a, very, problem in my old school”. 
 
For other children, they remembered their old classes with fondness. Jessica drew her 
map from the perspective of her year 3 classroom and talked about her experiences 
there. She was in year 6 which seems to suggest there was something about being in 
year 3 for Jessica that was important or memorable saying, “cause I had a really, I had a 
really nice teacher, but it was kinda strict at the same time”. Not just in being a nice 
adult but being “strict” perhaps abiding by the rules which Jessica valued. Thus the 
presence of one supportive adult, which Jessica identified as her Year 3 teacher, seemed 
important to that time in her life (Thornton, 2014).  
 
The future 
Children talked about the future and also about how things used to be before, but are 
or would be different for the future. 
 
Jack was acutely aware of change, from when he was in foundation to the present day, 
considering how things would be different in the future. He told me that an area was 
new to the Foundation class and that was “interesting”. When asked what he meant 
Jack responded: 
 
Jack: Cause it’s like I think it’s very new …. That’s why it’s very interesting because 
new things just come along 
 
Change presented as a constant state for Oliver too who seemed resigned to change 
happening. 
 
Oliver: But now it’s probably changed  
Sarah: Do classrooms usually change over the summer?  
Oliver: Every time that you get a new teacher in that class, yes 
 
The idea of change was linked to transition from one year group to another and onward 
to new schools. Some schools had planned transitions for children so they could 
experience the new class. Lily told me about the year 2 children playing on the Upper 
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School playground so they could have “like tasters at lunch and everything”. However, 
Mia told me “when you’re in year 1 you don’t get like a transition day …. And you, you 
just go to your classes”. Overall the experience of transition was viewed positively and 
felt as helpful to support children in managing change. For children who have 
experienced DV, change can be frequent. Stanley (2011) suggested that having 
consistent and collaborative support from adult professionals can be most helpful in 
school for children with these experiences. 
 
Mia wanted to take photographs of things to remember, telling me “so when I go to a 
different school I can remember this school”. She seemed very aware of going to a 
different school but was only in year 3. Perhaps the fear of movement was prominent 
for Mia. She also wanted to take photographs of people “so we can like remember the 
teachers”. The use of the visuals alongside language allowed children to create stories 
that referenced the past, present and future that could aid transition for those children 
(Bird, 2018). 
 
A few of the children talked about having aspirations and hopes for the future. Mia told 
me what she hoped for when she grew up, in that she wanted to be “an artist and a 
gymnast so I like sketch out gymnasts”. Jack told me he would like to be an athlete or 
the “boss of the kitchen”, like his dad. In slightly shorter time frames, Emily was looking 
forward to going on a school residential to London when in Year 6. In contrast to 
literature citing the longer-term negative impacts of DV (Artz et al., 2014), these 
children, who had lived with DV, had aspirations and positive hopes for the future, 
despite their past experiences. 
 
Global theme summary 
The research indicated that children were able to illustrate what was important to them 
within school. Children expressed through photographs, walking around their school 
and telling me their own stories, that belonging to the school and connecting with the 
future was central to doing well in school. It was important that children were able to 
present their strengths and identities and be heard by adults in school, thus to feel 
important in their educational settings. Moreover, children’s aspirations for the future 
were necessary in order to move forward from their past memoires and experience 
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success in school. The findings have implications for how children affected by DV are 
supported in schools. 
 
Global theme: What is important for me? 
 
Table 7: What is important for me? 
 
Global theme 
 
What is important for me? 
 
 
Superordinate themes 
 
 
Feeling safe 
 
 
Relationships 
 
 
Subordinate themes 
 
Emotional support 
 
Safety 
 
 
Adults in school 
 
Family 
 
Peers 
 
 
Table 7 outlines the global theme of ‘what is important for me?’, including the 
associated superordinate themes and the subordinate themes. The global theme of 
‘what is important for me?’ seemed a good fit with the superordinate themes, 
subordinate themes and the data overall. The superordinate themes include ‘feeling 
safe’ and ‘relationships’. Within the former superordinate theme are the subordinate 
themes of ‘emotional support’ and ‘safety’. The latter organising theme encompasses 
the subordinate themes of ‘adults in school’, ‘family’ and ‘peers’. I will outline each 
superordinate theme in turn by describing and discussing the subordinate themes 
within each. Then I will draw the two superordinate themes together and discuss in 
relation to the global theme.  
 
Feeling safe 
It was important for children that they felt safe in school. This included being 
emotionally supported and feeling secure at school, as well as being physically safe.  
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Emotional support 
The children talked about emotional or pastoral support which they received in school. 
Emotional support encompassed pastoral care from staff, having special or safe spaces 
to go, emotion talk and using animals.  
 
There were areas in school which provided respite during the school day for children in 
the study. Emily told me about an area she went to calm saying “sometimes we have a 
golden time drop in and it’s just like a calm session”. Jack told me about two tents in 
school which were “basically like a chill out place” where you could go for quiet and it 
did not have too many people. There was a place Oliver mentioned, “a little hut” where 
he played games with a staff member. He assigned the colour “purple” to the area 
because he thought it represented being calm. Moreover, Jack expressed that some safe 
spaces had a specific pastoral function.  
 
Jack: It’s bas-, it’s kinda for like children who are like depressed and sad  
Sarah: Ok right 
Jack: And people go here with Miss ____ to do fun stuff 
 
It was important for these children that there were times during the school day when 
they could access pastoral support and feel emotionally safe and contained. Within 
attachment theory, Bergin and Bergin (2009) suggest there is a need to provide safe 
spaces for children who have an insecure attachment type. For these children, when 
forming new relationships, it is important that they feel safe in places and with people 
and use those as a base from which to explore the world and form meaningful social 
relationships. In particular, for Jack, having a key adult seemed essential to the feeling 
of being relaxed and happy, which is often important for children who have experienced 
DV (Unicef, 2006). 
 
Safe and special places were central to children’s experiences of school for most 
children. They talked about places which had a special meaning or memory for them, 
that they liked to spend time in and where they felt safe. Oliver told me the first place 
he was going to take me, “is going to be my special place”. The manner in which Oliver 
talked about the place alluded to it being a place of acceptance. It was a place he called 
“wocks” rather than “rocks” because he had a speech sound difficulty, however, it was 
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a place his friends continued to call “wocks”. This indicates Oliver felt safe to be himself 
there without judgement. Indeed literature suggests that for children living with DV they 
need safe places where they can talk about what has happened in a non-judgemental 
space (Rivett et al., 2006), this may be with adults or with trusted peers.  
 
Many of the places described by children were small, labelled as hiding spots. Mia told 
me “there’s like a really cool hiding spot” where you could go to and Lily explained “so 
there’s a door like a little thing here …. where you can go in and hide”. For George, he 
did not talk about hiding but about having a quiet spot where he was alone; “most 
people don't go there at lunchtime, I do though, it’s like my quiet spot cause most people 
don't go”. Most of the safe spaces described were small in size which may reflect that 
when children live with DV their physical and psychological safety is compromised (Lee 
et al., 2004) therefore they sought physical containment where it was easier to attend 
to “threats” in the environment. 
 
Children talked about some emotions, but these were most often in relation to other 
people or about feelings more generally, rather than directly about themselves. Lily told 
me about children who could be supported if they were “looking upset, crying or not 
looking happy”. Jack told me about a peer who experienced anger; “someone was calling 
themselves a psycho because he was angry, because he was sad and stuff”. This supports 
literature that children who have lived with DV find it difficult to identify and express 
their emotional status (Radford et al., 2011). 
 
Additionally, animals were used in school as a therapeutic tool with Jack telling me about 
two guinea pigs to play with when doing pastoral sessions. Oliver talked about chickens 
in his school and he spoke positively of them. 
 
Oliver: I just like it cause, these, they're just something to like, that you can care 
for at school and you're learning 
 
Research has found animals can help children socially and emotionally; Friesen (2010) 
found children believed animals were non-judgemental and separate from relationships 
they had with humans. Thus using animals in therapeutic contexts with children affected 
by DV could be useful in allowing conversation and processing of significant events.  
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Safety 
Physical safety from harm was a key thread within the theme of feeling safe. Many 
children discussed the boundaries of the school grounds and places where they were or 
were not allowed to go. Most children spoke about how to stay safe or get help within 
school. There was a sense from some of the children that rules were important in 
keeping them safe. In contrast, some children talked about danger and wanting to 
escape school.  
 
Children mentioned their education around keeping safe. George told me he learnt 
about “internet safety” in school and Lily explained that they were working on 
“safeguarding” in school assemblies. Oliver said as a consequence of knocking over a 
board, “Miss ___ said that isn’t safe and then she took the other one down cause if they 
moved that board across and someone else bumped into it, it'll hurt them as well”. 
These reflections added to the recognition that adults in school were there to ensure 
that children were kept physically safe. There was one occasion, mentioned by Jessica, 
outside school when danger presented itself in a prominent and potentially traumatising 
manner.  
 
Jessica: We went when the bad things were happening but it, we were all safe  
Sarah: OK, were you scared when you were there?  
Jessica: Yeee-No, cause we had people that were caring for us 
 
Jessica explained being in London during a terror attack. The physical safety of Jessica in 
this situation is inherent in the adults responsible for their care. It seems important then 
that adults supporting children at that time, particularly children who had experienced 
prior trauma, were seen as trusted, safe and responsive to their needs (Thornton, 2014). 
 
Three children, George, Ella and Jessica expressed being exempt by danger. George 
talked often about animals which would be associated with ‘danger’ or as predatory. He 
explained that in the face of these dangers, which included various snakes and spiders, 
he was not scared. In a similar manner, Ella talked about peers being scared whilst she 
was in the woods. She expressed “some people say that it’s dangerous” and later telling 
me when peers were scared she explained, “I said, it’s nothing to worry about it’s just 
wind”. Having survived DV perhaps the children felt invincible, that getting through it 
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meant they could face any danger, illustrating the resiliency or coping strategies of some 
children who live with DV (Bowen, 2015). 
 
Boundaries were used by many children to express their feelings about school, having 
fences and gates to enter and exit. Most of the children drew or took photographs of 
the school fence or boundary, as well as the gates. Jack and Jessica’s drawings were 
methodically straight and hemmed in by fences, perhaps indicating that school was a 
contained space where they felt safe. Jack drew a “wooden fence to go all the way 
across” and Jessica explained “then there’s the fence …. that no one can come in”, 
indicating that ‘strangers’ would be kept out.  
 
For other children getting out of school was more important than ensuring no-one got 
in. Oliver talked often about escaping school. He said that, “there's the door which you 
can escape school” and that he knew “loads of ways to escape, I even know the code”. 
George talked not about himself leaving school but he drew many “exit doors”. The 
contrasting view of children feeling safe in school and wanting to escape aligns with 
Buckley et al.’s (2007) research that some children living with DV felt school was a safe 
place, whilst others felt unsafe due to worrying about what was happening at home.  
 
Most children expressed in some manner that there were areas of school where they 
were or were not allowed. Oliver was “annoy[ed]” that there were areas he felt he could 
not go. He talked about “contraband” and told me “There's some places you can't even 
go”. He drew many red X’s on his map to indicate areas out of bounds for him. Outside 
areas were often the most restricted for children. George told me children were only 
allowed on the climbing frame at lunch and Jessica explained this was “cause there’s not 
very many, um, teachers out at lunch time, cause people are having their lunch”. Harry 
explained the reason for not being permitted in the woods.  
 
Harry: It’s part of the school but you're not allowed on there because you can 
run around in all the woods and stuff and yea that’s why you're not allowed 
 
Harry expressed some understanding of why they were not allowed. Lily acknowledged 
that some areas required adult support in order to go there; “Sometimes you’re allowed 
to come here as long as there’s an adult with you”. It seems these children were not 
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aware of the potential safety implications; there was an implicit belief that school was a 
safe space. In contrast to Buckley et al. (2007) where some children felt there were 
multiple threats in the school environment.  
 
Relationships 
Having and developing relationships with individuals was important for children. They 
discussed their families, adults in school and their peers. 
 
Family 
All but one child talked about their family in some capacity. Children shared stories 
about their parents, their siblings, and wider family members. Some stories included 
quite detailed accounts, however, most children’s stories about their families were 
short. No child discussed experiencing DV or difficulty at home which is unsurprising and 
in line with literature on the secrecy surrounding DV (Wagstaff, 2009). 
 
Most of the children mentioned their parents, typically in a positive manner. Ella told 
me that she had art and craft material at her mum and her dads house, telling me that 
she spent time at both. Emily explained that she had handwriting like her mum. Mia 
explained that her mum was going to help with her homework which she found difficult. 
The children expressed mainly positive relationships with their parents in contrast to 
research which states relationships with parents can be difficult when children have 
been exposed to DV (Levendosky et al., 2006).  
 
Children also talked about their siblings and Emily wanted to take photographs of her 
two sisters explaining, “it’s just a memory really”. Jack mentioned his siblings the most, 
telling me about his brothers and his sister, and Harry explained that his favourite things 
at home were to spend time with his siblings. Harry also talked about his sister being ill 
the night before because she had “overindulged” in her dinner and sweets. He 
expressed a caring nature when she was embarrassed her peers would find out, but 
Harry told her “But I said, people won't make fun of you because if you don't tell them 
well they don't know”. There was an element of Harry’s comment that alluded to the 
secrecy surrounding DV and there is a need to be “reflexive and reflective around the 
encounter [of silence]” (Lewis, 2010, p. 20) when children talk or don’t talk about their 
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parents. The NUT (2005) stress that “Silence is not always golden” in the title of their 
document addressing DV. Thus if children are to talk about their home experiences they 
need an environment with trusted adults and safe spaces.  
 
Adults in school 
Adults in school were central to the children’s experiences of education. There seemed 
to be an implicit understanding that adults in school were helpful and would keep 
children safe. The majority of references to adults in school indicated positive 
experiences for the children.  
 
Adults had a role in safeguarding children in school. Lily explained that children were 
allowed in a specific area “as long as there’s an adult with you”. Ella expressed that going 
in to the woods alone was scary “but if you go in there with an adult it’s not”. For Ella 
there was an inherent trust in adults indicating that she perhaps felt safe in school as 
reported by Buckley et al. (2007) . The finding fits with Pianta, Belsky, Vandergrift, Houts 
and Morrison's (2008) study which found that warmth and responsiveness from adults 
support children to feel happy and secure in learning within school. The study stressed 
that in order for children to be supported in school if they have insecure attachments, a 
trusted and secure relationship with adults was important.  
 
A number of children talked about previous teachers who created lasting positive 
memories. Jessica felt a sense of loss for a teacher who had left the school a few years 
previously, telling me, “I had another teacher who left, um, which was really nice”. Mia 
also felt she had “a really nice teacher”. Oliver had a similar experience remembering a 
positive comment which was made by a previous class teacher. 
 
Oliver: I did get star of the week when my old teacher was here  
Sarah: Did you?  
Oliver: I like her a lot  
Sarah: Yea  
Oliver: And, um, she's Miss ___  
Sarah: OK  
Oliver: And she said I had a good imagination 
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It was important to children’s development, as Bergin and Bergin (2009) stated, to have 
positive relationships with their teachers and for the quality of that relationship to 
reflect children’s experiences at school (Pianta et al., 2008) 
 
Peer interactions 
The theme of peer interactions was evident throughout the children’s sessions. Children 
discussed and took pictures of other children within school. More specifically, most of 
the children seemed keen to tell me about their friends in school; sharing stories and 
memories with me. Alongside, there were suggestions about particular children within 
school from a more negative perspective.  
 
Some children described peers who were perceived in a negative manner, telling me the 
consequences of peers “been really naughty, like really naughty” (Lily) or “because he 
was very naughty” (George). Jessica stated that the result would be, “if you're really 
naughty um you get sent to the table of shame”. Some children talked about peers in a 
negative manner, however surprisingly only Oliver talked about conflict which Narayan 
et al. (2013) found was prominent in children exposed to DV.  
 
Children when they did talk about friends or peers, typically talked about one or two 
close friendships. For example, George missed his old friend but had made a new one at 
his school, suggesting the importance of having one key positive peer relationship. 
 
George: He was, he was my friend since Reception  
Sarah: Mm that’s a long time  
George: To year, to year 5 about half way through, ‘til I left  
Sarah: Do you still get to see him?  
George: Um no, but I have, I’ve made a friend just like him named _____  
 
Having only one key friend links to findings that children who experience DV find it hard 
to maintain multiple relationships due to a reduced social competence (Fantuzzo & 
Mohr, 1999). However it is in contrast to Buckley et al.'s (2007) findings that children 
avoid having close friendships in fear they will find out about the abuse. It could be that 
children in the study, having left abusive situations, consequently felt more able to have 
close relationships. 
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Some children believed it was important that there were places they could meet with 
friends in school. Jessica told me the garden was “a good place for friendship”. Ella 
explained the concept of the “friendship bench” saying “that’s a friendship stop because 
their friendship has stopped working”. Jessica explained that friendship was integral to 
the school telling me, “that’s why we have the school here, because of friendship”. Social 
experiences thus were central to children’s experience of school. Of particular note is 
that the children who expressed such friendships were female, suggesting girls could 
been more resilient than boys who experienced DV, due to an increased sociability 
suggested by Bowen (2015). 
 
Global theme summary 
Children in the research were equally able to present what was important for them 
within school. They expressed the value of feeling safe in school through pastoral 
support and feeling the school was a physically safe place. Within children’s lives 
relationships with adults were also important for their experience of school, in particular 
having at least one close relationship with an adult or peer was of value to children. 
These findings have implications for how children affected by DV are supported in 
schools. 
 
Research question 2 summary 
The research indicated that for children who had experienced DV, they were well-placed 
to share their experiences of education. Children were clear about what they felt was 
important to them in school, such as feeling part of the school and being able to link 
their memories to hopes in the future. They were also able to express what was 
important for them in school, in particular, feeling emotionally and physically safe and 
having key trusted relationships. Thus children expressed what was important to and for 
them in their education. 
 
Research question 3 
To what extent are visual arts-based methods effective in describing children’s 
experiences of education? 
 
The third research question relates to the visual method used within the study. The aim 
was to explore the effectiveness of using creative methodology in describing children’s 
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experiences of education. In this section I will outline one global theme which I will 
discuss in relation to research question 3. I will conclude by considering the global theme 
within the wider research question of how effective visual methods were in eliciting 
children’s views of education. I will also discuss the findings in relation to the broader 
extant literature.  
 
In order to respond to research question 3, it seemed appropriate to outline the global 
theme of ‘the research project’ in order to explore the effectiveness of using visual 
methodology. The children in the study illustrated enjoyment of the project and  utilised 
a variety of resources to express their views, however, they experienced some practical 
problems. Table 8 outlines the global theme and associated superordinate theme along 
with the subordinate themes. 
 
Global theme: The research project 
 
Table 8: The research project 
 
Global theme 
 
The research project 
 
 
Superordinate themes 
 
 
The project 
 
 
 
Subordinate themes 
 
Resources 
 
Practical problems 
 
Fun 
 
 
The global theme of ‘The research project’ seemed a good fit with the superordinate 
theme, subordinate themes and the data overall. The superordinate theme included 
‘the project’. Within the superordinate theme are the subordinate themes of 
‘resources’, ‘practical problems’ and ‘fun’. I will outline the superordinate theme by 
describing and discussing the subordinate themes within each. Then I will discuss the 
global theme and relate it to the research question.  
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The project 
The project was viewed by the children as a fun experience. They had a number of 
resources to use and seemed to value using a visual approach. However, there were 
some practical problems which occurred in the project. 
 
Resources 
There were a variety and range of resources provided for the project in terms of drawing 
the school map. The children were given permission to be creative, whilst also not being 
overwhelmed by too much material. That freedom was useful for Ella who told me 
“That’s what’s the best thing about it is cause then, you don’t have to have the same as 
other people”. Children seemed to express that using visual resources was a way to 
share their experience of school more effectively than they could through only talking. 
This aligns with Baker's (2015) position that using pictures with children enabled them 
to share their understanding of a topic more effectively than they could verbally. 
 
Some children explained why they felt it was important to use colour in their maps and 
photographs. Colour was used to evidence diversity and difference which seemed to be 
positive for Jessica who said, “Because, um, if you go around, we've got loads of different 
things, and um people are different in every way so they do different things and 
colours”. Harry felt that using bright colours were important to show “that it’s like a 
joyful school”. Utilising colour and image therefore allowed for increased 
communication (Dicks et al., 2006). Additionally, using symbols was a means of allowing 
individuals to tell their story in a culturally sensitive way, in their own school 
environments, and to help them process their experiences (Chase et al., 2010).  
 
Practical problems 
The main problem encountered with the visual research element was that the camera 
illicited some technical issues. For example it required a steady hand and patience in 
taking photographs so that pictures were not blurry. Importantly though, the issue with 
the camera did not present as a barrier to conversations with children. The visual 
approach was central to the research and it did allow children to express their views as 
suggested by Allan and Tinkler (2015).   
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Limited time was a further practical issue encountered and at times children shared long 
periods of dialogue with me without drawing their map. This suggests that for children 
the relationships and telling their story was often more important than the task itself. 
They did want to finish the task, but I sensed it was partly about building a relationship 
with me as a researcher. I employed the skills of eliciting child voice and providing 
methods for children to express their own narratives in which EPs are effective (Davie, 
Upton, & Varma, 1996). This skill is important for children who have experienced DV and 
may feel disempowered, in order to express their own stories and feel heard.  
 
Fun 
The results from children completing the evaluation forms (see Appendix L for 
evaluation form and Appendix M for summary) showed that all nine children rated the 
project 10 on a scale of 1 (not good) to 10 (good). Children ticked entirely emotions 
which may be labelled “positive” including, “happy”, “excited”, “proud” and “joyful”. 
They explained the project was an opportunity, that it was fun as they felt special at 
being picked, enjoying getting out of class and taking part in an art interest. The children 
seemed to enjoy and look forward to the sessions with me. Rapport building and use of 
more “relaxed” language was necessary in order to understand a sense of how children 
experienced school (Hardy & Majors, 2017) as well as being “present”, attentive and 
nurturing (Thornton, 2014). 
                  
 
Figure 8: Evaluation question 5 
                                        
When asked how children felt after doing the project, most children rated their 
emotions at the smiley end of the scale (see Figure 8). One child who put the X in the 
middle told me it was because the sessions were ending and he wrote in the comments 
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that the “not good” thing about the project was that they could not do it any longer. 
This links with Oliver and Ella’s reflections during the sessions. Oliver said “I’d like to 
have a fifth week” and “I would miss my lunch for this”. Ella also said “I don't mind if I 
miss my break, I would love to miss my break just to do this”, indicating that she enjoyed 
the sessions. She did not want the project to end and asked me several times about 
continuing. 
 
Ella: What will we be doing all after this?  
Sarah: Um, what today?  
Ella: No next week  
Sarah: So we're-  
Ella: After next week, and then the next week and then the next week 
 
Despite boundaries for the project set at the beginning, for some children endings were 
more difficult, reflecting the importance of consistency and predictability for children 
exposed to DV (Osofsky, 2003). The additional comments made by children are noted in 
Figure 9. 
 
I intended for the use of the walking interview to give children the opportunity to have 
a multi-sensory experience (Pink, 2008). This was largely the case with children showing 
me places, touching different textures, smelling the aromas and hearing the sounds. The 
use of all the senses and being able to discuss this whilst walking was invaluable in 
building rapport with children, allowing them to feel at ease, and that they had 
ownership over their own project and the route we took. It was important for children 
to create and keep a photobook as a symbol of their narratives around their school 
experience (Chase et al., 2010). 
 
Research question 3 summary 
Children in the study engaged in visual arts-based methods in order to explore their 
experiences of education. The findings indicate that children enjoyed taking part in the 
project and that using resources allowed children to elaborate on their spoken words 
and share stories they may not have considered without using such methodology. Thus 
the findings illustrate that using visual arts-based methods can be effective in aiding 
children’s descriptions of education. However, the words and the narrative around such 
visual resources was also valuable in understanding children’s perceptions of school. 
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Developing a relationship and listening to children was also central to exploring their 
experiences of school.  
 
 
 
 
 
 
How would you describe the school mapping project? 
(Question 2, Children’s Evaluation) 
 
 
“It was a fun and exciting opportunity to meet Sarah and do fun things with her” 
 
 
                    “fun enjoyable and good because we played games to get to know       
                    each[]other” 
 
 
“good I enjoy doing it my favourite moment was when sheshions [sessions] ended it was 
nice know you! good luck!” 
 
                                                                                                   “good fun osalm [awesome]” 
 
 
                 “It was raelly [really] raelly [really] fun!!!!” 
 
 
“good bec[a]use it suos [shows] you the intier [entire] shcool [school]” 
 
 
                                                                    “As a lov[e]ly helpfull fun peice [piece] of work” 
 
 
                                 “It was really fun and good” 
 
“Fun and I think other children should do it because you can take picture[e]s around the 
school, play games, make photo book and make a map. It reminds you of your school 
when you was little.” 
 
Figure 9: Evaluation question 2 feedback 
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Phase 1 Summary 
My research illustrates that play and education were central to children’s experiences 
of school and they described both elements as being key to how they perceived school. 
Children valued learning and places within school as well as using play to express 
themselves. It was important for children to have a sense of identity in terms of their 
own characteristics and their belongingness in school. They used visual images and 
symbols to help link past memories to future hopes. At school children felt it was 
important to feel physically safe and emotionally supported, as well as have trusted 
relationships with adults and peers. The children enjoyed participating in the study and 
the use of visual methodology enhanced the narratives around their experiences of 
education. 
  
Link to Phase 2 
The findings of phase 1 were enlightening of children’s experiences of education, having 
lived with DV, and fulfilled the first aim of the research. Whilst I wanted to explore the 
stories of children who had lived with domestic abuse, I also wanted to share those 
experiences with individuals who could be agents of change in the school system. In 
particular, teachers are often important figures in children’s lives and they can be key 
agents of change in schools (Fullan, 1993). Thus in phase 2, I aimed to explore teacher 
perspectives of DV to investigate how teachers perceived children affected by DV in 
schools. Moreover, after exploring the perspectives of teachers on DV I wanted to share 
the findings from phase 1 in order to understand if knowing about these views would 
change the thoughts or actions of teachers towards children affected by DV. The findings 
of phase 1 were therefore used to inform phase 2 of the research.  
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Chapter 6: Phase 2 
 
Phase 2 involved working with teachers. The aim was to explore the implications for 
adults working with children in educational settings who had experienced DV. A SSM 
approach was utilised to elicit teachers’ views about children who had lived with DV. A 
focus group was employed to discuss the findings from phase 1. The recruitment process 
and criteria for involvement are outlined followed by the method utilised and analysis 
undertaken. A findings and discussion section outlines the analysis of information and 
links the study with the wider literature. 
 
Method 
Recruitment 
Teachers were recruited by contacting schools who participated in phase 1 to invite a 
group of teachers to take part in phase 2 of the study. Contact was made through the 
school SENDCo who gave teachers an information and consent form for the research. 
This was so teachers could be fully informed about the nature of the study and the topic 
in advance; this was important due to the prevalence and sensitive nature of DV. I 
further explained the confidential nature of the research at the beginning of the session 
and ensured teachers were informed about participating (see Appendix N for consent 
form). All three schools stated that they wanted to be involved due to an interest in DV, 
recognising it as a need within their settings. 
 
Criteria for involvement: 
- The individual was working as a teacher  
- The individual could be released for two 90 minute sessions   
 
Participants 
There were three groups of teachers who took part in the study, each from a different 
school; the groups ranged in size from three to six participants. The profile of each group 
is displayed in Table 9, including pseudonyms created for each school group, 
composition of teacher roles and number of individuals in each group. Within the 
findings and discussion section, individual teachers were given pseudonyms; the names 
ranged in number (1-6) according to the first line spoken, and were identified within 
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their group by the first initial of the group name. For example, P1 was the first 
participant to speak in the Purple group and L6 was the sixth participant to speak their 
first line within the Lilac group. 
 
Table 9: Profile of teacher groups 
School Number of people Profile 
Purple 3 2 SENDCos, 1 Teacher 
Mauve 5 5 Teachers 
Lilac   6 2 SENDCos, 4 teachers 
 
Phase 2 consisted of two sessions each lasting 90 minutes. The first session utilised a 
SSM approach and the second session was conducted as a focus group. The sessions 
were completed with an approximate interval of 4 weeks.  
 
Soft Systems Methodology 
In session 1 a SSM (Checkland, 1989, 2000) was utilised in order to explore teachers’ 
perspectives about the impact of DV on children in school. SSM is a process used to 
explore complex real world situations which enables the participants to organise their 
thinking in order to consider improvements within a system. A SSM approach was 
utilised as a way for participants to explore interacting factors and different worldviews 
in order to develop an action plan in relation to supporting children affected by DV.  
 
Within SSM, several tools can be used to explore problematic situations. Two of these 
tools were used in phase 2 of the research: a Rich Picture and a CATWOE analysis. A Rich 
Picture is a graphic representation of a real-world situation; it requires the participants 
to draw their perception of a given situation. Teachers worked in a group to develop a 
Rich Picture based on their perceptions of how children exposed to DV experienced 
education. Teachers also discussed the topic using a CATWOE analysis to develop 
strategies that could be helpful to these children. A CATWOE analysis is a technique used 
to create a root definition and a conceptual model of the situation. This involved asking 
teachers to think about six elements (Characters; Actors; Transformation process; 
Worldview; Owner; Environmental constraints) of the situation. By doing so, teachers 
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created a definition which outlined the problem at a systems thinking level. For session 
1 using SSM, I explained the focus at each stage of the method (see Appendix O for SSM 
information sheet). I explained that I would provide some prompts and answer any 
questions, but mainly wanted to observe teacher discussions.  
 
Focus group 
Session two utilised the next stage in SSM which involved comparing the teachers’ 
conceptual model with a real world situation. This was facilitated as a focus group in 
order to explore teachers’ responses to phase 1 findings. I was interested in whether 
teachers’ perspectives from the first session were changed in relation to finding out how 
children in phase 1 experienced education.  
 
I created a conceptual map of questions for the focus group, with prompts at various 
levels to elicit further information (see Appendix P for focus group prompt sheet). As 
part of the session, I asked the group to look at a selection of quotations from phase 1 
and to think about groupings or themes which could be created from those quotations. 
I then asked teachers to compare their Rich Picture and CATWOE analysis with the 
themes they had created from the phase 1 quotations. Then teachers were introduced 
to the initial emergent themes from the early stages of my analysis, in a visual format. 
The group was asked to consider any similarities or differences between their 
perceptions of DV and the children’s experiences outlined in phase 1. The final part of 
the session involved exploring hypothetical actions (based on teacher discussions) that 
could be used in practice to change the situation in the real world.  
 
Analysis Method 
A Dictaphone was used to record the sessions however there were two occasions when 
the use of audio recording may have been a limitation to individual expressions. Giving 
individuals the option of not being recorded at these times was helpful in allowing them 
to share their experiences. I transcribed the audio data from session 1 and session 2.  
 
Thematic analysis 
I chose to utilise a thematic analysis (Braun & Clark, 2006) approach for phase 2 of the 
research. The reason for using thematic analysis was to allow exploration of the data 
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from each group over two sessions. Due to the group element of phase 2 it would have 
been difficult to employ an IPA approach as discussed in the methodology section. 
Thematic analysis is useful for exploring worldviews of different individuals and 
comparing similarities and differences. The flexibility of thematic analysis meant that it 
could be used as a tool alongside other analysis methods, and as a standalone method 
(Nowell, Norris, White, & Moules, 2017).  
 
Braun and Clark (2006) suggest a six-stage framework for thematic analysis. I have listed 
the stages within Braun and Clark’s (2006) model and reported my analysis at each stage 
(see Table 10).  
 
Table 10: Overview of phase 2 analysis stages 
Guidelines My analysis 
1. Familiarise self with the data This was done by transcribing the data and making 
notes about my initial ideas, reflections and 
connections. 
2. Generating initial codes 
within the data 
I used Nvivo, a computer application, as a tool to aid 
analysis. I inputted the information and created 
initial nodes (emergent themes) within the data, for 
each of the six sessions (see Appendix Q for sample 
coding). 
3. Searching for themes I used a table within Microsoft Word to explore and 
group emergent themes (nodes) together into 
cluster themes within the data. I felt that using 
Word allowed me to have greater creative 
reflection than using Nvivo to do so. I listed the 
frequency of each emergent theme (see Appendix R 
for emergent themes and quotation frequency).  I 
then grouped emergent themes together in to 
cluster themes (see Appendix S for sample cluster 
theme). The cluster themes were grouped in to 
organising themes. Finally, the organising themes 
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were encompassed in global themes. I did so using 
a post-it approach moving themes around 
physically. 
4. Reviewing themes I checked the original data to ensure that the 
emergent themes (nodes) fitted within the cluster 
themes, organising themes and overall global 
themes. 
5. Defining and naming themes I labelled each theme and global theme in order to 
explore the narrative the data was telling (see 
Appendix T for table of themes). 
6. Producing the report I reported my analysis and linked it to the extant 
literature. 
Some emergent themes were discarded due to not being representative of the data or 
being inconsistent within the theme. 
 
 
 
Findings and Discussion 
I employed a bottom-up analysis of the transcriptions using thematic analysis. There 
were seven organising themes which I felt conveyed the teachers’ thoughts within the 
research process. The organising themes were grouped in to four global themes which I 
felt reflected the central elements of the research from phase 2. Figure 10 illustrates the 
global themes from phase 2 of the research and the associated organising themes. A 
comprehensive table outlining global themes, organising themes, cluster themes and 
nodes, alongside selective illustrative quotations can be found in Appendix T. A mind 
map in Figure 11 illustrates the global, organising themes and cluster themes. 
 
It seemed appropriate to illustrate the findings and discussions within the original 
three research questions, as in phase 1, in terms of both clarity and succinctness. Thus 
the presentation of my analysis for phase 2 and discussion of the findings is presented 
in three sections: 
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• Research question 1: What are the views of teachers about the impact of 
domestic abuse on children’s experience of education? 
• Research question 2: To what extent do teachers feel that hearing about the 
views of children who have experienced domestic abuse will change their 
practice in teaching children affected by domestic abuse?   
• Research question 3: In what ways is soft systems methodology an effective 
method of eliciting teacher perspectives? 
 
 
Figure 10: Thematic map of global and organising themes 
 
 
 
 
  
What teachers 
think about DV
Understanding 
DV
Impact of DV
Barriers to 
supporting 
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Barriers and 
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research
The research 
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Figure 11: Mind map of global, organising and cluster themes 
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Research question 1  
What are the views of teachers about the impact of domestic abuse on children’s 
experience of education? 
 
The initial aim of the research was to explore teachers’ perceptions of domestic abuse. 
My aim was to understand how teachers think about children who have experienced 
domestic abuse, drawing on their own experiences. In this section I will outline two 
global themes which I will discuss in relation to research question 1. I will conclude by 
considering the two global themes within the wider research question of teachers’ views 
of the impact of domestic abuse on children’s experience of education. I will also discuss 
the findings in relation to the broader extant literature.  
 
In order to respond to research question 1, it seemed appropriate to outline the global 
themes of ‘what teachers think about DV’ and ‘barriers to supporting children in schools’  
to explore how teachers viewed the impact of DV on children. Teachers had an 
understanding of DV and described the impact it could have on individuals. However, 
they expressed many barriers and conflicts to supporting children affected by DV and 
change was believed to be out of their control. I will outline the themes within each 
global theme in turn, before linking these in relation to research question 1.  
 
Global theme: What teachers think about DV 
 
Table 11: What teachers think about DV 
 
Global theme 
 
What teachers think about DV 
 
 
Organising themes 
 
 
Understanding DV 
 
 
Impact of DV 
 
 
 
Cluster themes 
 
Teachers’ understanding 
of DV 
 
Embedded nature of DV 
 
Theory of DV 
 
 
For the individual 
 
On wellbeing 
 
On life outcomes 
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Table 11 outlines the first global theme and associated organising themes and cluster 
themes.  
 
The global theme of ‘what teachers think about DV’ seemed a good fit with the 
organising themes, the cluster themes and the data overall. The organising themes 
included ‘understanding DV’ and ‘impact of DV’. Within the former organising theme 
are the cluster themes of ‘teachers’ understanding of DV’, ‘embedded nature of DV’ and 
‘theory of DV’. The latter organising theme encompassed the cluster themes of ‘for the 
individual’, ‘on wellbeing’ and ‘on life outcomes’. I will outline each organising theme in 
turn by describing and discussing the cluster themes within each. Then I will draw the 
two organising themes together and discuss in relation to global theme.  
 
Understanding DV 
The groups of teachers indicated a variety of views about how they understood 
domestic abuse. The experience and knowledge of the teachers who participated varied. 
However, an organising theme was that teachers expressed their ideas and perceptions 
of what they thought about the topic of domestic abuse. They discussed their 
understanding of DV, the embedded nature of DV and theory around DV.  
 
Teachers’ understanding of DV 
The teachers expressed they understood what the term ‘domestic abuse’ encompassed 
in terms of both generally and more specifically for individual children. In relation to the 
literature some teachers expressed belief in the ‘myths’ surrounding DV (Nicolson, 
2010). M2 noted that the prevalent picture of DV is perpetrated by males to females.  
 
M2: When they talk about younger ones in school it’s a lot mainly female, she, 
her, and if they’re talking about people at home there’s no mention of mums it’s 
all dads and I wonder if that’s like linked to society where actually most people 
probably thing you’d think domestic violence, domestic abuse people always 
think male  
 
M2 stressed that DV could be perpetrated by “mums”, as did L1, saying “because it can 
equally be the other way round”. However in specific examples of parents all teachers 
talked about women being abused by men. These perceptions link with prevalence data 
which shows that a higher proportion of females experience DV than males (ONS, 2017). 
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However, literature recognises that the prevalence of female-to-male violence is 
increasingly reported (Bair-Merritt et al., 2010).  
 
This leads to the view that DV was seen perhaps stereotypically by P1 as, “it might be a 
man shouting or something like that”. There was acknowledgement explicitly by Purple 
that there were different types of DV other than physical, such as “verbal”, as in the 
government definition (HM Government, 2013). M4 stated that words could be “just as 
hurtful as actions”. There was not mention of other types of DV such as economic, sexual 
or online. Perhaps discussing sexual abuse in a group setting within school may have 
been difficult to talk about with colleagues and emphasises the need to reduce stigma 
around DV in order to best support children (Wolfe & Jaffe, 1999). 
 
Two groups, Mauve and Purple, discussed the effects of DV for non-abusive parents. 
Mauve expressed that the parent often blamed themselves and Purple highlighted the 
parent may experience guilt and shame.  
 
P2: But also, I guess it’s like coming back to domestic violence, and you’re 
identifying a child as, um, being affected by, um, the experiences that have 
happened in the home then that’s a massive shameful thing for a parent to have 
to hear isn’t it that actually you fucked up your child [Laughs] Excuse my language 
but you know so and we, we want to try and help them  
 
There was a frustration to P2’s comment and the findings link with Clarke and Wydall's 
(2015) research that professionals often viewed victims as responsible for perpetuating 
the violence. P1 responded that there was a fear from some parents that “I don’t want 
to engage with agencies because my child might be taken away”. This notion connects 
with research that few individuals report DV to the police due to fear, embarrassment, 
or worry about their children (The Police Foundation, 2014). Teacher reflections 
illustrate that both children and parents experience self-blame for the abuse as well as 
feelings of shame and guilt (Sullivan et al., 2004). 
 
L2 explained that the pattern of their discussion seemed to link with factors of poverty. 
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L2: Do you know it’s really interesting most of these things that we’re putting 
link with deprivation but domestic violence isn’t, isn’t always prevalent in 
deprived families  
 
Indeed literature reports social deprivation as a risk factor for DV (Gewirtz & Edleson, 
2007). Similarly P1 felt that DV was more prevalent with social deprivation. In contrast 
L1 noted that in a previous school, “most of our DV was done what, with, by who you 
would term middle class parents”. That suggests that as Walker (1979) posited, DV can 
happen regardless of socioeconomic status. 
 
Moreover, L1 discussed a link between DV and alcohol, particularly in relation to 
sporting events such as football. L1 discussed that DV had a “spike” during times when 
England were playing football, which she linked to alcohol consumption, saying, “it’s one 
of the proven things that people get in the pub”. Many teachers from Lilac agreed that 
alcohol could increase the rate of DV. This idea matches with research that indicates 
alcohol is present in many cases of DV (Finney, 2004) and was a risk factor for physical 
violence (Mumford et al., 2018). However, there was not an acknowledgement from the 
group that alcohol may not be the causal factor in DV, and that actually power and 
control are central to it. In fact, L2 felt that DV was about a lack of control, telling me 
that “like they don’t know how to deal with their emotions and then take it out”. This is 
a prevalent ‘myth’ surrounding DV. Which is in contrast to Galvani (2004) who states 
that violence can occur regardless of alcohol consumption. 
 
Embedded nature of DV 
DV was perceived by the teachers who took part as being embedded within society. 
They discussed the central issue being DV itself and there was seen to be no perfect 
world in relation to DV. Finally, the role of parents was seen as integral to the 
perpetuation of DV and difficulties manifest in their children. 
 
The issue of DV was viewed as the main problem and embedded within society. The 
ideal world was one in which DV stopped, with teachers stating “the ideal is that it stops 
isn’t it” (M1) and “in an ideal world we wouldn’t want domestic violence” (L2). Yet 
teachers found it difficult to imagine an ideal world in relation to DV with P1 stating the 
problem would be replaced by social issues. 
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P1: It’s a whole world game plan isn’t it yea, yea, it’s the magic wand just says 
get rid of DV doesn’t it and, a, yea, that doesn’t happen anyway does it, and 
actually do you know if you got rid of the DV you, if you still don’t understand 
this for a whole host of things, there’s still gonna be issues aren’t there, it’s not 
just DV 
 
Similarly, for Mauve if the ideal situation was stopping DV, that would mean a parent 
leaving which Mauve felt could result in further issues. The views of teachers reflected 
the prevalence of DV and the evidenced impact across society (Radford et al., 2011). Yet 
teachers found it difficult to imagine a future for children which would be free of DV, 
hence stressing the importance of raising awareness of DV and appropriate 
interventions which empower children and promote resilience (Zimmerman, 2013). 
 
Purple and Mauve viewed the role of parents as adding to the embedded nature of DV.  
Mothers were seen as perpetuating DV by returning to abusive partners as P3 explained, 
“Whereas some parents keep going back to it”. Moreover, Purple felt that some parents 
were avoidant of the issue, perhaps as a way of reducing emotional pain. 
 
P3: Mm, selfishly or not I don’t know what, what, but it’s hurt, it’s, it’s um painful 
for the parents to have to go through and live through it if the children are 
questioning stuff as well  
 
Teachers mentioned that mothers were emotionally unavailable or not able to make 
healthy choices for their children yet they did not suggest that mothers’ physical 
protection of their children could override an emotional capacity to be containers for 
those children (Cort & Cline, 2017). The literature suggests that, in this case, mothers, 
could dissociate from their experiences, appearing to emotionally close off to the DV as 
a coping mechanism (Radford & Hester, 2006). Conversely, parents could be 
overprotective of their children due to the trauma experienced on a daily basis (Osofsky, 
1995). This means that for schools, being a safe place for children, but also for parents, 
and adopting a no-blame approach to those parents may be helpful. Ultimately, 
empowering parents can be effective in creating long-term change (Clarke & Wydall, 
2015).  
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Theory of DV 
Teachers had a sense about the theory and some research which helped to explain DV. 
It was seen as trauma which affected children. DV was also discussed in relation to 
attachment and relationships with others. In one group the effects of DV were linked to 
“brain science”. Mauve drew a picture of a brain (see Figure 12) to indicate that 
children’s brains were affected by DV. 
 
 
Figure 12: Brain from Mauve's Rich Picture 
 
Children who had lived with DV were discussed as “traumatized” (P2) and having “been 
through a trauma” (P2). There were also different severities of this trauma expressed by 
P1. 
 
P1: Um, the level of trauma some of these children come with whether it’s DV or 
suicide or whatever it is, is second to none really 
 
This highlighted the perception of a high level of need within the children in Purple’s 
school. The effects of DV were discussed by P2 in terms of “facing that trauma” for 
example with loud noises and shouting in the classroom. This was seen by M2 also which 
agreed with Lewis et al. (2012) who found children reported more trauma symptoms 
when exposed to DV.  
 
M2: With children and domestic, is it just fight and flight, cause, a, obviously 
there’s fight, flight and freeze isn’t there where they completely shut down is it 
just the two? 
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Indicating the concept of hypervigilance and threat response M2 seemed to know some 
of the terminology around theory but did not have an in-depth understanding of that 
knowledge. This was also shown in L1’s discussion about attachment types.  
 
Attachment, trauma and the brain were linked together by Purple, however, the details 
of how these theories connected was less clear. 
 
P2: So I was thinking, like having the child in the classroom and thinking of the 
trauma aspect, um, trying to look at the whole when we're thinking about the 
attachment side of stuff  
P1: Mm  
P2: And the trauma, child, the child trying to learn, um, trying to express what 
might be going on in their mind to you know, if it’s violence has happened, um, 
you know and there’s, you know, people coming in from behind or there’s 
sudden noises or the teachers might raise their voice, what’s happening for them 
in their, in their head  
P3: It’s your brain 
 
Whilst teachers discussed attachment, trauma and the brain the lack of understanding 
about the underpinning theoretical aspects of DV suggest more training is needed to 
embed the knowledge. As Ellis (2012) highlighted, training about DV and its impact was 
effective in improving teacher confidence in supporting children. 
 
Impact of DV 
The individuals within each group had a shared understanding of the impact of DV in 
that there were significant negative effects for children. However, the perceptions of 
teachers on the impact of DV was also wide ranging and at times varied including impact 
on the individual, on wellbeing and longer term. 
 
For the individual 
Lilac expressed that from the very beginning of the day children could be impacted by 
DV happening in the home.  
 
L2: I had one child that didn’t sleep in a bedroom he slept on the sofa with his 
mum so they were often up very late until the last person went to bed … so 
therefore he was late in to school, if he arrived, because he just didn’t get to go 
to sleep 
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Lilac expressed that children sometimes reflect their “chaotic” home lives in school and 
have low attendance as suggested by Kiesel et al. (2016). Lilac discussed how missing 
breakfast and sleep could impact on wellbeing (Buckley et al., 2007) stating “this chaotic 
life will kind of contribute to this, this chaos” (L2). Figure 13 reflected Lilac’s perception 
of children affected by DV. Moreover, aligning with social learning theory (Bandura, 
1977) Lilac expressed that chaotic behaviours at home could mean children copy and 
express those behaviours in school for example, if they have not seen organisational 
skills being used at home they would not be able to utilise them in school. However this 
does not ally with research that suggests some children take positions of responsibility 
in the home and therefore acquire such skills through necessity (Dryden et al., 2010). 
 
Unstructured times of the day for some children who experienced DV was thought to 
be difficult and unpredictable. P3 said that break times could be “quite a scary time isn’t 
it some, for some of the children”, emphasising like Osofsky (2003) the importance of 
consistency and routine for children. However, P1 acknowledged that children 
presented with different needs saying “I suppose maybe that is a bit of the spike for 
some but not for others” which reflects the research that children respond to DV in 
different ways (Buckley et al., 2007). 
 
  
Figure 13: Chaos from Lilac's Rich Picture 
 
As a result of experiencing DV M1 felt that “relationships are always hard for [children]”, 
in agreement that children affected by DV have reduced empathy and social 
understanding (McCloskey & Lichter, 2003). M1 expressed that for children who had 
lived with DV their “understanding of trust is completely warped because of what’s 
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happened” which seemed to be a cycle for children who, after being let down numerous 
times by adults, closed down and found it very difficult to trust anyone. In fact M1 felt 
that children wanted to:  
 
M1: Like be their own rock and they don’t look and they don’t need they almost 
think I don’t need to look for help I don’t need to trust anyone else because I’m 
strong enough I’ll just get on with it myself 
 
This links to L6’s statement that some children “close themselves to adults at school”. 
Thus the emotional cost of DV is in isolation, withdrawal and perhaps a dissociation with 
abuse as a survival mechanism (Lewis et al., 2012). Children’s behaviour described here 
also reflects an insecure attachment style (Ainsworth et al., 1978). 
 
Experiencing DV was seen to impact on children’s ability to learn and concentrate in the 
classroom. P2 expressed that previous events in the home lead to lack of concentration 
in classes, like Gorin (2004) suggested, as children worried about parents at home. L1 
summarised the thoughts that many of the teachers expressed throughout the sessions. 
 
L1: A huge section of our children, the teaching and learning, quality first 
teaching it’s not gonna hit them is it …. cause they’re thinking so and so beat my 
mum and dad black and blue last night or I got locked in my bedroom or .… so 
and so threw me down the stairs last night. Yea and now you’re gonna learn 
fronted adverbials 
 
Teachers’ views support research that the impact cognitively on children experiencing 
DV is evidenced as reducing academic attainment and overall outcomes for children 
(Harold et al., 2007).  
 
Equally, Lilac felt that the school environment could be overstimulating to an already 
hypervigilant child, telling me “their experience of education might be that it’s a bit 
overwhelming”. Mauve’s depiction of this overwhelming nature of school is seen below 
in their co-constructed drawing of school (Figure 14). Coloured marks coming from 
school illustrate the many facets which children are faced with daily in school that could 
be overstimulating for them. The view that children’s learning was affected was 
reflective of research by Kiesel et al. (2016) who suggest that children exposed to DV 
had the poorest outcomes in maths and reading compared to the general population of 
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children.  
 
 
Figure 14: Overwhelming environment from Mauve's Rich Picture 
 
All of the groups discussed the unpredictable nature of DV for children. Moreover, 
children’s behaviour was unpredictable on a daily basis having experienced DV, which 
seemed to be most acutely summarised by M1. 
 
M1: You could have a day where that child could be like this and then you could 
have another day where they literally don’t cooperate at all, they don’t want to 
have their friends, they don’t want to talk about anything, they can’t 
 
Throughout the discussions within the theme of impact of DV on the individual, the 
teachers expressed a recognition that children in this scenario were individual. P2 
emphasised that “it’s a mixture isn’t it depending on the child”. Teacher views were in 
agreement with Kitzmann et al. (2003) that not all children are affected in the same way 
suggesting the need for individualised support. 
 
On wellbeing 
Teachers explained that wellbeing was a key area which suffered as a result of DV. L1 
also stressed the importance of supporting the impact on wellbeing that “even if it was 
for those 6 and a half hours a day, that their wellbeing is, is supported”. In fact if 
wellbeing was not supported then the impact of DV would mean children are not ready 
to learn. A few teachers touched on the topic of mental health as linked with emotional 
wellbeing. 
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L4: We’re all whooshing ahead with maths and English and then actually leaving 
behind, or meanwhile, the trail of mental ill health, illness is just .… putting more 
demands on children that are .… Who are probably just about struggling with it 
at the moment but then when they get to 18 it’s gonna go, well if it doesn’t go 
bang already, then it will do then 
 
Moreover, P1 felt that if mental health services for adults were better equipped parents 
may be better prepared to support their own children’s wellbeing. The views of teachers 
support Thompson and Trice-Black's (2012) findings that children exposed to DV were 
at increased risk of having mental health difficulties. This highlights a perpetuating cycle 
of mental health difficulties within families due to lack of support, as maternal mental 
health was found as a risk factor to adjustment in children (Graham-Bermann et al., 
2009). 
 
The impact of DV on wellbeing extended also to behaviour of children, although this was 
thought to be manifest in different ways. For some children the impact lead to 
externalising behaviours. 
 
M2: We s-, we had a chat about children yesterday where we went, this child's 
behaving like this but actually when you look at reasons externally, you know, 
now you understand just a little reason why they’re behaving like they do, and 
telling people, swearing at other children and adults  
 
For others it may lead to internalising behaviours. 
 
L1: Yea because that would be some of the, and some of them, which I worry 
about even more, are those kids which just withdraw …. Because it is so, because 
also is, are they less likely to get support in school because they’re not kicking 
off and causing trouble …. little so and so in the corners a lovely little boy but his 
home life might be 3000 times more chaotic  
 
And the contrast between the two as M1 juxtaposed the image of a child who’s 
behaviour was internal and the child who “you can’t miss when you enter the room”. 
Findings on the impact of DV from teachers supports Moylan et al.'s (2009) results that 
children experiencing DV illustrate increased internalised and externalised behaviours. 
In fact there was a three-fold increase in clinically significant behavioural difficulties for 
children exposed to DV (Harold & Howarth, 2004). It is thus important that teachers 
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recognise that both increased internalising or externalising behaviours could be a sign 
of DV. 
 
Across the groups, teachers expressed that DV could affect children’s emotions. Figure 
15 illustrates a range of emotions or emotional language which was used to portray the 
impact of DV on wellbeing. Teachers were able to label emotions for children, which is 
often difficult for children who have lived with DV (Radford et al., 2011). Therefore it is 
important for adults to model and teach such emotional literacy skills. 
 
 
Figure 15: Emotions discussed by teachers 
 
On life outcomes 
Mauve discussed that for children experiencing DV, life was a bit like a journey. Mauve 
used metaphor and drawing to illustrate that life could be like a maze which needed to 
be journeyed through (see Figure 16). There was a contrast between feeling safe and 
contained in a maze, but also of confusion as to which direction to turn. This was 
reiterated by M4 who depicted DV as a cyclical journey which continued throughout a 
child’s life. The teachers used the symbol of a maze to illustrate and tell the story of 
children’s lives in a relative and accessible manner (Chase et al., 2010). 
 
 
“Scary” (P3)                       “Anger” (L1)                    “Envious” (M4)         
 
          “Smile” (P2)             “Depressed” (M2)                  “Relaxing” (L4) 
 
   “Relief” (M4)            “Worrying” (P3)             “Emotions” (L2)  
 
“Sad” (P3)                          “Safe” (M4)                             “Anxiety” (L4)            
 
                    “High emotional threshold” (M1)           “Fear” (L1)            
 
 “Feelings” (M1)             “Happier” (L1)             “Positivity” (P2)    
 
          “Scared” (M2)                       “Mixture of emotions” (M2)       
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Figure 16: Maze in Mauve's Rich Picture 
 
The blank white piece of paper presented to the group was used as a metaphor by 
Mauve to describe the concept of DV as having longer term effects. 
 
M1: Yea and I think like it’s got a lasting impact and you wouldn’t know that from 
that piece of paper because it’s white and clean whereas if it was like a navy blue 
or something or-  
M2: Grubby  
M1: Grubby, yea, or like crinkled or-  
M2: Covered in mud  
M1: Covered in mud, yea, like that kind of that they, like, everyone starts with 
that when you’re born but actually this child isn’t gonna be like that for a while 
it’s gonna take a lot of cleaning and a lot of helping them get rid of the memories, 
not get rid but-  
M2: If it’s crumpled up it’s gonna take a while to iron out the creases  
 
In other words, as Artz et al. (2014) suggested, there was a cascading impact of DV long 
term. Teachers also felt that DV could have a longer term effect on children’s 
development. They talked about “history and the future” (M2), “when they get to 18” 
(L4) and “the impact it’s gonna have on them” (M1). There was a recognition that there 
needed to be support for children to enable them to manage when they left primary 
school by Mauve. Purple too expressed a disappointment about the lack of support in 
secondary school for parents who returned to talk to primary staff after their children 
had left. 
 
P2: And what does that say it just says that obviously we provide them with so 
much and then there’s nothing, obviously, and they don’t know where to go to 
now 
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The finding that children’s longer term life outcomes were affected by DV supported 
Osofsky's (2003) research, who suggested DV has longer term impacts on children. 
Teachers’ sessions indicated that the unmet need may be due to less support being 
available at secondary school or having better relationships with primary school staff. It 
could be that the structure of primary schools with one key adult and classroom means 
that adults were able to identify and be more responsive to the needs of individual 
children. Yet perhaps “the real problem may be that secondary schools are not designed 
for belongingness” (Bergin & Bergin, 2009, p. 157). 
 
Perhaps the most candid conversation from the study came from a discussion around 
whether there was a difference between the impact of DV on children who had 
previously experienced DV and no longer were, and those currently experiencing it.  
 
L4: No, because I think these children who’ve suffered domestic violence or 
some form of, that scars still gonna be with them, it’s still gonna be there and 
they will be, they need to be, reassured throughout their lives …. you know, if 
it’s damaged them to the extent that they feel very uncertain about you know 
their trust in people …. or even in themselves …. as somebody who’s experienced 
this and also experienced you know being constantly being hit on a daily basis it 
doesn’t stop, I think, I still need to be reassured in some form that you are doing 
the right thing. Cause you have a tendency to overcompensate …. and I always 
will  
 
Through personal experiences L4 shared his own recognition of the long term effects 
that DV could have on children’s development and wellbeing. This links with Buckley et 
al.'s (2007) study that children exposed to DV have a “sense of a lost childhood” (p.298). 
Thus highlighting the long term and interactive effects of DV (Artz et al., 2014). 
 
Global theme summary 
Teachers in the research expressed an understanding of DV and its impact on children. 
They believed that DV was embedded within society and understood some theory 
around DV, however, there were prevalent myths about DV which teachers expressed. 
In terms of impact, teachers believed that DV could affect children at the individual level 
including impacting on their wellbeing and having longer term effects. These findings 
have implications for how teachers perceive and support children affected by DV in 
schools. 
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Global theme: Barriers to supporting children in schools 
 
Table 12 outlines the global theme and associated organising themes and cluster 
themes.  
 
Table 12: Barriers to supporting children in schools 
 
Global theme 
 
 
Barriers to supporting children in schools 
 
Organising themes 
 
 
Barriers and conflicts 
 
It’s out of our hands 
 
Cluster themes 
 
Individuals as barriers 
 
School limitations 
 
 
 
 
 
Limited capacity 
 
Deep rooted 
problems 
 
Change happens from 
the top down 
 
 
The global theme of ‘barriers to supporting children in schools’ seemed a good fit with 
the organising themes, the cluster themes and the data overall. The organising themes 
included ‘barriers and conflicts’ and ‘it’s out of our hands’. Within the former organising 
theme are the cluster themes of ‘individuals as barriers’ and ‘school limitations’. The 
latter organising theme encompassed the cluster themes of ‘limited capacity’, ‘deep 
rooted problems’ and ‘change happens from the top down’. I will outline each organising 
theme in turn by describing and discussing the cluster themes within each. Then I will 
draw the two organising themes together and discuss in relation to the research 
question.  
 
Barriers and conflicts 
The teachers seemed to have an understanding of DV and the impact it could have on 
children’s lives. There was also a feeling that there were many barriers to supporting 
children whose lives had been affected by DV. There was a sense of disempowerment 
amongst the groups which was manifest as using negative language both about 
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themselves and other individuals as well as systems that seemed quite separate to daily 
practice.  
 
Individuals as barriers 
Some of the teachers felt that they themselves or other staff could present a conflict in 
supporting children. P2 expressed that personal characteristics could be a barrier to 
support, seen as having a “lack of understanding” (P1) or “empathy” (P3), that they 
didn’t have “the capacity to care enough” (P2). Purple expressed that for some staff a 
change of mind-set was required. 
 
P2: Mm so it’s really, really hard isn’t it changing how, it is literally changing the 
mind-set …. of a lot of people .… and people just think a lot of people just think 
they’re getting away with blue murder, he needs a good hiding .… you know or 
something you know what I’m saying don’t you .… It’s a treat or you know I get 
that a lot that kids come to me for a treat like [sighs] what they’ve been through 
isn’t really …. Fun [laughs]  
 
This suggests the importance of particular characteristics in adults supporting children 
living with DV, of being nurturing and flexible (Thornton, 2014). Moreover, P1 discussed 
a seeming unwillingness to support specific children. 
 
P1: Yea definitely and there are teachers here already 3 weeks in and I’m, I’m 
meaning this in the best way possible but I know they’ve already decided they 
can’t deal with certain children 
 
That school staff felt unprepared to work with children affected by DV reflects the 
research of Thompson and Trice-Black (2012) that lack of knowledge about DV 
interventions was the main reason for staff being barriers to supporting children. Thus 
it is important to develop effective training for school staff in how to support the impact 
of DV in schools. 
 
The views of other school staff were perceived to be a barrier to supporting children 
because of inappropriate information sharing. This was indicated by Purple and Lilac. 
 
L1: Because some people need to know the details and actually that’s where it 
just tips over you just want gossip …. this is this child’s life, I’m not telling you, all 
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you need to know is there’s DV …. Because some people here want to know every 
gory detail don’t they and I question that 
 
The perspective presents a barrier to initiatives such as Operation Encompass based on 
information sharing in schools, thus greater understanding of how these systems work, 
focusing on the impact of DV and the impact on the child are key to safeguarding 
children (Peckover & Trotter, 2015). 
 
School limitations 
The limitations of working within school systems was seen to present barriers and 
conflicts to supporting children who had experienced DV. 
 
Children themselves were perceived to be a barrier to them receiving support, with P2 
stating that children might not want to engage with support. Further, M4 suggested that 
“older children might think it’s a bit weak to ask for help”. That children may not be able 
to ask for help because they are frightened or are not listened to was not expressed by 
teachers, thus children need methods to share their views in sensitive and confidential 
ways within schools (Åkerlund & Gottzén, 2017). 
 
Additionally depletion in external services was felt to be both a barrier and a conflict. P1 
told me that a local charity “waiting list is so long they can’t fit anyone, new referrals, in 
for over a year now”. A similar view was expressed by Lilac with L1 further suggesting 
“that’s the police, that’s every service, social workers every service is .… stretched to the 
limit isn’t it” a view supported by L2. Whilst research suggests agencies should work 
together to safeguard and support children affected by DV (Clarke & Wydall, 2015), this 
was in conflict with teachers’ views of support in reality. 
 
There were also conflicts in terms of different teachers’ priorities. For example the 
contrast of academic versus pastoral education being the priority. 
 
 
P2: And it is hard because people have different priorities and I can see it from 
two different camps, I know that um teachers really need to teach these lessons 
and they need to make sure these children are, within their target and they’re, 
got certain things they’ve got to do but then if you’ve got a traumatised child 
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who needs to come out in the morning they’re not gonna be able to learn 
efficiently are they? 
 
P2 discussed wanting to take children out of morning sessions for interventions but class 
teachers not wanting that to happen, as children may fall behind in literacy and maths. 
P1 felt strongly that it was every teachers’ job to give pastoral support saying “it’s about 
people realising that’s part of their job as well, I’m not just here to teach maths and 
English” (P1). By contrast, M4 felt it was unrealistic to take time for each individual child, 
despite best intentions. The view reflects the role of teachers suggested in The SEND 
Code of Practice (DfE, 2015) that every teacher is a teacher of every child and has 
responsibility for supporting all children in their class. 
 
A further barrier to support was being able to put theory in to practice. L4 told me that 
“it’s all great in theory but, you know, what do they actually do in practice”. A view also 
stressed by P2 who felt training could be “revolutionary” at the time but when in the 
classroom “It’s hard transferring those things”. P1 expressed that “people start off with 
really good intentions and then it falls by the wayside, something else comes up” 
indicating a wealth of training within schools. Teachers did not discuss solutions to this 
issue, yet interventions with professionals supporting children affected by DV can be 
effective (Turner et al., 2017) however knowledge of DV needs to be coupled with active 
involvement with a child (Clarke & Wydall, 2015) in order to link theory to practice. 
 
It’s out of our hands 
Teachers felt that they had a limited capacity for support imposed by school systems 
and processes beyond their control. Problems associated with DV were seen to be deep 
rooted within society. Change was illustrated as being from the top down and there was 
a perception that staff were disempowered from making changes. Lilac’s drawing of a 
world in Figure 17 illustrates the theme of those above imposing funding and policies 
which affected support that could be provided in schools. 
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Figure 17: The world in Lilac's Rich Picture 
 
Limited capacity 
There was discussion particularly in Lilac about money being a limitation to teachers’ 
ability to support children. It was linked to all aspects of school. 
 
L1: If you haven’t got money you haven’t got the social services you haven’t had 
the training you haven’t, not being communicated properly and there’s no 
money, it limits our- what you can physically, emotionally do for those children. 
 
A lack of money and funding was indicated to be a nationwide problem with L2 stating 
that a lack of money affected support for children inside and outside school. 
Furthermore, L1 stated that cost-cutting across government resulted in people taking 
on more workloads which then limited capacity for a “really coherent approach”. As a 
result of limited resources, the capacity of individuals was felt to be a limitation to 
support. Reflected in P1’s exhortation that “we forget in the milieu of school busyness 
and it’s somebody else’s job”. In schools, clear boundaries are needed when 
professionals work together to improve outcomes for children affected by DV (Peckover 
& Trotter, 2015). Indeed the authors found ‘some-one else’s job’ was a theme 
illustrating professionals views of DV, when they felt limited knowledge, skills or time to 
provide such support. This suggests the teachers views in this study were not isolated. 
 
Teachers, moreover, expressed that the level of need was not met by the appropriate 
amount of resource to support that need. P1 expressed their school had a high level of 
need but the barrier was not having enough staff to support such need. It was also seen 
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as a limitation for L1 who said “at the moment there’s no capacity to do that” to which 
L4 replied “Mm yet a greater, an ever greater need”. The impossibility of doing more 
with less was expressed in L6’s comment: “how can you turn water in to wine”. The 
reference to a “miracle” indicates some aspects of the job felt increasingly impossible 
to do. 
 
Time was a key limitation for some teachers. Both in being limited to the amount of time 
in a day and in response times to support. P2 talked about there not being enough time 
and there was a tension between what was most valuable for the child. L2 stressed that 
a child’s needs should be met in a timely manner. This was conflicted by a lack of time 
capacity within schools by M1. 
 
M1: I think time, like I would love to spend an hour with some children in my 
class and just let them know that even if they don’t tell me that it’s fine 
 
The effects of having limited capacity were having too many tasks to do in a short time 
frame and ineffective communication methods which impacted on children not 
receiving support and not feeling valued or important (Peckover & Trotter, 2015).  
 
Deep rooted problems 
The problem of DV was seen to be deep seated within society. There were links to how 
this idea manifest at the local level of individual communities as well as in different 
cultures.  
 
L4: No I think that the, so my way of looking at it to me the issues are, um, if you 
have a rotten and ill society .… you’re gonna have pockets of deprivation where 
those people are very ill so if you picked society apart to that extent that there 
are no longer any bonds between them and you allow one group to sort of drift 
off in to nowhere then that’s what’s gonna happen isn’t it  
 
DV was seen to be persistent across generations and to be a social issue at its core, 
related to feminist theories that DV is structural (Osmond & Thorne, 2009). Moreover, 
P1 talked about how “history could repeat itself”. This view was supported by L4 in terms 
of the local community.  
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L4: Their offspring are basically exhibiting exactly the same traits as their parents. 
Why? Because they’ve lived in the same spiral going round and round and round  
 
Thus the “demographics of the area” (L6) were expressed by Lilac as being part of the 
perpetuation of DV. This was linked to associated problems such as unemployment, 
underemployment, alcohol and drug abuse. These multiple factors were recorded as 
being risk factors for DV and increasing ACE’s for children (Anda et al., 2006).  
 
For some communities DV was “spoken about on the playground as though it were, you 
know, just second nature, it was something that was the norm” (L2). P1 said that there 
was a need to be “changing a generation” through teaching about healthy relationships 
and stereotypes around gender. Teacher’s views match research of the 
intergenerational transmission of violence (Murshid & Murshid, 2018).  
 
Furthermore, making DV less acceptable was the hope for Lilac. They talked about a 
gradual need over time to teach children to speak out about DV, see it as wrong and 
change their mind-set. L4 acknowledged this was going to take time, “you’re probably 
not going to change the parents, the grandparents but you might change them”. 
Education was seen as important by teachers and also in the literature (Refuge, 2009) in 
teaching children about healthy relationships and how to seek help in unhealthy 
relationships. 
 
The idea that local communities could be a barrier for children to be supported through 
entrenched views was presented. Lilac discussed the culture of silence which was 
prevalent in their town, saying “I think, this town doesn’t like talking about it still” (L1). 
This suggests the manifest and embedded nature of DV within that society which was 
perpetuated through silence and the stigma of the topic. Secrecy was felt to be a barrier 
to discussing and supporting DV. Equally, local communities were perceived to share 
information inappropriately to the detriment of children. 
 
L1: One other thing that I think here which I’ve never experienced before in 
terms of DV, child protection, is that small community where staff members may 
well be friends with people that are perpetrators …. and I think that is very tricky 
in a small town 
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Specifically, Lilac talked about different cultures perpetuating DV through secrecy and 
collusion. Explaining their experiences of “Asian” and “African-Caribbean” families 
where “it’s cultural to beat your children”, contrasted with the exhortation that “yes it 
might be but in this country it’s illegal” (L1). The view of ethnic groups within Britain 
were perceived to be a collective rather than individuals with their own thoughts and 
actions. The following conversation occurred in relation to a cultural view of abuse. 
  
L6: That people need to be made aware that actually even if they’re still gonna 
be quite you know stuck in like a group of people from your culture, there’s still 
actually, there’s this overarching British values isn’t there  
L1: It’s, it’s the law of this country isn’t it  
L4: Yea, yea  
L1: And that’s the thing, if you choose to live in this country  
L5: Umhm  
L1: Then, o I sound so British First but I don’t mean to be, you need to adhere to 
those laws and it’s illegal 
 
It was surprising that culture emerged as a factor in DV, which occurred regardless of 
ethnicity within Walker's (1979) study. There is research which suggests that DV occurs 
at a higher prevalence rate in some countries (Garcia-Moreno, Jansen, Ellsberg, Heise, 
& Watts, 2006). The study explored women in ten countries and found variable rates of 
DV between 15-71%, despite the large sample size the results should be interpreted 
with caution within the UK as the countries were external to the country. Importantly, 
there is a need to balance child safeguarding as paramount without collectively viewing 
particular cultures as homogenously institutionalised by abuse.  
 
Change happens from the top down 
The idea that change was necessary at the national level was clear from teachers. 
However, the teachers had their own views that change could only happen by 
individuals with ‘higher’ status. 
 
It was seen as important that school systems took a holistic approach rather than 
segregated, a view expressed by P1. L4 moreover stated that without a whole school 
approach change would not occur, rather it would be temporary, “just a staple on the 
side”. Similarly, Purple’s experience of successful change in introducing “chill skill” 
groups including “meditation and deep breathing” (P2) was described as a “process” 
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(P1), “being part of the culture” (P1) and not working in “isolation” (P1). Thus 
collaborative approaches within schools are necessary to effectively support children 
affected by DV (Turner et al., 2017).   
 
However P2 expressed that change needed to be supported by leadership in school 
saying to P1, “You are the ones that make that, that decision aren’t, you know, you do 
call the shots don’t you so, um”. In disagreement P1 stated “when it comes to senior 
management I know full well that people don’t always do what I have suggested or 
advised”. L1 was also on the leadership team however perceived the head teacher as 
the change agent. Therefore while teachers felt strongly that change happened from the 
top-down, those in leadership believed change also required support of school staff.  
 
L2 felt the same as P2 noting that “the constraints are top down”. Decisions were felt to 
be “just part of something that’s out of control, our control” (L2). Lilac expressed they 
could not take ownership of solutions. There was a sense of disempowerment in the air 
and L4’s expression surmised the mood. 
 
L4: So in terms of what we can do we can only do our best can’t we, we can do 
whatever we can and we can do our own little bit, but it doesn’t stop you feeling 
frustrated and you know I can see why, why senior management doesn’t 
prioritise this because some bugger else has got a big stick beating them as well 
 
That “stick” was perceived to be government initiatives focusing on results and 
attainment. Lilac later discussed that this focus, in line with Hutchings' (2015) findings, 
affected self-esteem and mental health of children. Additionally, teachers did not feel 
that they could be protective factors in supporting children’s needs due to the 
constraints of policy. This is in contrast to research which found that ethos, environment 
and staff relationships with children were associated with greater wellbeing and sense 
of belonging in children (Brooks, 2014). The suggestion is that teachers need to be aware 
of the positive impact they could have on children.  
 
Government funding “austerity cuts” (L1) were also blamed for a dwindling support for 
children. P3 talked about the government reducing policing. The views are reflective of 
Hastings, Bailey, Bramley, Gannon, & Watkins' (2015) findings that reduction in funding 
 123 
risks reducing support for vulnerable individuals. This was emphasised by Lilac as 
affecting all services and being a barrier to support. 
 
L2: They’re a system aren’t they because yes we feel they’re stopping us but-  
L1: That’s come from the top so whoever’s making that policy  
L2: Yea policy makers  
L1: Which is government  
 
The view that policy, government, funding and practice needed to work together to 
effect change supported the view of Refuge (2009), whose research suggested that 
there was a need for government to write in statute learning about DV, the effects and 
where to seek support. However, legislation alone cannot impact change (British Journal 
of Criminology, 2017) and needs to be supported by teachers who are actively involved 
with children.  
 
Global theme summary 
Teachers in the study believed that there were many barriers to supporting children in 
schools. Individual characteristics and school limitations in particular were believed to 
stifle support teachers could provide in schools. Moreover, change was perceived to be 
out of the control of teachers; power was held by those in leadership or the government 
which resulted in teachers having limited capacity to support children. Moreover, DV 
was seen as being a social issue which was embedded in many communities. These views 
on the barriers to support have implications on the amount of support children receive 
in school. 
 
Research question 1 summary 
The research indicated that teachers had an understanding about domestic abuse and 
its impact on the children in their schools. However, teacher’s expressed several barriers 
and conflicts to providing support in schools. Use of drawing and talking seemed to allow 
teachers to express these views, and there are considerable implications to practice 
based on the findings of the study.  
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Research question 2 
To what extent do teachers feel that hearing about the views of children who have 
experienced domestic abuse will change their practice in teaching children affected by 
domestic abuse?   
 
A further aim of the research was to link phase 1, children’s experiences of education, 
to phase 2, teachers’ perceptions of children. I was interested in exploring the effect of 
phase 1 results on the teachers’ perceptions of children. The aim was to understand how 
teachers would respond to or be affected by exploring the views of children who had 
experienced DV. In this section I will outline one global theme which I will discuss in 
relation to research question 2. I will conclude by considering the global theme within 
the wider research question of teachers’ thoughts and change of actions about children 
who had experienced DV. I will also discuss the findings in relation to the broader extant 
literature.  
 
In order to respond to research question 2, it seemed appropriate to outline the global 
theme of ‘children’s views about school’ to explore if hearing the views of children 
affected by DV changed teachers views. Teachers expressed what they believed children 
thought about school and what they need at school. I will outline the global theme and 
the organising themes within, in turn, before linking these in relation to research 
question 2.  
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Global theme: Children’s views about school 
 
Table 13 outlines the global theme and associated organising themes and cluster 
themes.  
 
Table 13: Children's views about school 
 
Global theme 
 
Children’s views about school 
 
 
 
Organising themes 
 
 
What children think 
about school 
 
 
What children need at 
school 
 
Cluster themes 
 
What is important? 
 
Balancing positive and 
negative  
 
Places and people in 
school 
 
 
To feel safe 
 
Staff supporting 
children’s needs 
 
Individualised support 
 
 
The global theme of ‘children’s views about school’ seemed a good fit with the 
organising themes, the cluster themes and the data overall. The organising themes 
included ‘what children think about school’ and ‘what children need at school’. Within 
the former organising theme are the cluster themes of ‘what is important?’, ‘balancing 
positive and negative’ and ‘places in school’. The latter organising theme encompassed 
the cluster themes of ‘to feel safe’, ‘staff supporting children’s needs’ and ‘individualised 
support’. I will outline each organising theme in turn by describing and discussing the 
themes within each. Then I will draw the two organising themes together and discuss in 
relation to the research question.  
 
What children think about school 
Teachers expressed a variety of views about children in their schools who had 
experienced DV. They talked of their own experiences working with children and 
reflected on children’s information from phase 1.  
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What is important? 
There was a clear sense of teachers putting children’s needs at the forefront of 
discussion. It was seen as important that teachers listen to the child’s “voice” when 
considering children’s perceptions of school. The most important part of school for M2 
was “tryna look at it from the child’s point of view and their experiences”. It was seen 
as important to “empathise with the child …. when maybe you’ve not experienced it 
yourself” (M4). Similarly, P1 felt that they should consider “the children’s perspective 
about whether they feel they’re being supported in class”. It was important to view 
children as construing their own stories and use that to understand their perspectives 
(Överlien & Hydén, 2009) . 
 
Two groups felt that support in place for children may be viewed as important, whereas 
adults may not realise the value of that support. Talking about the school friendship 
bench, M4 reflected that “Sometimes we don’t realise what impact that actually does 
have on them”. Similarly, P3 said “I might forget I’ve said it but they don’t forget”, with 
P2 agreeing for those children, “it’s the most important thing”. Other important aspects 
were seen as “friendships” (P1) and “playing” (M4). For example having somewhere fun 
to go to, “like they go to the summerhouse because it’s fun” (M1). Play was seen as 
important for children to have breaks from learning and for fun in order to express 
themselves in creative ways (Thompson & Trice-Black, 2012). 
 
It was viewed as being important to children that they had a safe space to express their 
voice and have a sense of belonging as expressed by Bergin and Bergin (2009). Purple 
discussed a group intervention for children who had experienced DV, and the moment 
the children realised their commonalities. 
 
P2: And they all realised they had something in common .… But it was like this 
epiphany for them wasn’t it .… Yep .… Like o my gosh you don’t see your dad, 
you don’t see your dad, you’re you know and it was just they just they just found 
this confidence …. To, to talk you know and that was really lovely  
 
For P2 was the realisation that as Buckley et al. (2007) found, some children felt school 
was a safe place where they could discuss what was happening to them. Moreover, 
Purple’s group, although not group counselling suggested by Pepler et al. (2000), 
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allowed children affected by DV to share their experiences in a safe space. 
 
Balancing positive and negative 
Teachers saw children’s experiences as being a balance of the positive and negative 
events in their lives. This was reflected in memories, in their individual needs, their view 
of rules in school and the contrast of negative and positive experiences.  
 
For children exposed to DV the emphasis was perceived negatively. 
 
M2: Children, the other day we was looking at the scale, that one negative can 
outweigh all those positives … So the one thing that can happen can tip that 
balance completely  
 
Experiencing DV was seen as resulting in children having a negative view of life. 
Children’s use of language such as “banned” and “not allowed” was viewed as “quite a 
strong word” (M4) and thought to be discussed with negative intonation by children, 
which is illustrated in Figure 18.  
 
 
Figure 18: Not allowed in Purple's Rich Picture 
 
Alternatively, teachers were quite surprised by the overall positive nature of my 
research with the children, telling me “this is a very positive outlook” (M1). Which seems 
to be in direct conflict with the negative perception of children on education. P2 also 
expressed “there’s a lot of positivity about the school actually”. A view supported by L6 
who saw children’s views of education as “mainly positive to be honest, there weren’t 
that many that you could say were overly negative”. L4 felt the reason for the positivity 
could have been that children wanted “to take you to the places that make them feel 
good”. L6 thought that perhaps there was a difference between children who were no 
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longer living with DV because they had “come through the other side and now actually 
feel a bit more positively about life” that the impact of DV stopped when the violence 
stopped. It appears thus that DV affected children in different ways with some 
responding comparably to their non-exposed peers (Kitzmann et al., 2003) or displaying 
greater resilience (Bowen, 2015). Yet for others, despite DV ending, the effects could be 
long lasting (Artz et al., 2014).  
 
 
Figure 19: Happiness in Purple's Rich Picture 
 
School was perceived to provide positive experiences for children by L4 and for P2, 
illustrated in Figure 19 that teachers felt children were happy and supported in school. 
The theme of balancing these positive and negative experiences reflects the findings of 
Buckley et al. (2007) who found that for children the impact on school was balancing the 
positives and safety which school brought with the threats and negative experiences. 
 
Places and people in school 
Place was seen as important to children by teachers. There were places in school which 
were functional spaces, and others that seemed important to children. These were 
thought by teachers to be places like the summerhouse, the library and the playground, 
which were seen as special places. M1 felt that the classroom may be preferred because 
it was “calm, it’s safe”. Similarly, P1 felt that having consistency within the class was 
important for children: “things don’t change, it’s the same adults, it’s the same seats”, 
similar to Osofsky's (2003) suggestion.  
 
However, the teachers felt that children seemed to like being outside, saying, “it’s fun 
not being in class” (M2). P2 hypothesised this could be due to the overwhelming nature 
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of classrooms for some children, which is indicated in Figure 20. The different shapes of 
the arrows which fill the whole box representing the classroom indicate limited space 
for children to think clearly. P2 expressed that “the classroom experience might 
sometimes, um, be full of, of different triggers and different things that might be, um, 
sort of like it’s us facing that trauma”. For Buckley et al. (2007) too, manifestations of 
living with DV could impact on emotional wellbeing, thus as Kiesel et al. (2016) states, 
affects school readiness.  
 
 
Figure 20: Overwhelming classroom in Purple’s Rich Picture 
 
As well as places, people were thought to be important to children in school. Peer 
relationships were discussed by teachers as being helpful for children who had 
experienced DV. M1 recognised the tension within friendships for children, that 
“although they might not tell their friend, having that consistent friend might just keep 
them going”. In contrast to Buckley et al.'s (2007) research who suggested children living 
with DV avoided close friendships. 
 
However social interaction and misunderstanding of those relationships was felt to 
provide problems for children as Sousa et al. (2011) found. For example P1 felt that for 
Lily’s friends protecting her from harm, “doesn’t mean they’re really good friends and 
they’re nice friends”. Some children were thought to be shy or controlling of other 
children due to a lack of trust.  
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Teachers were surprised that the children did not talk to me more about their families.  
 
P1: I’m in a way, I’m surprised there wasn’t more of a family thing that they 
would talk about … Cause often that’s what they want to chat about to us isn’t it  
 
It seems trusted adults were felt to be safe to talk to about their families and problems 
and the emotional quality of the teacher-child relationship provided security and safe 
spaces for children to talk about their experiences (Pianta et al., 2008). Thus highlighting 
the importance of trusted adults in school for children affected by DV. 
 
What children need at school 
Teachers felt that children needed to feel safe at school, to have staff supporting their 
needs and to have individualised support.  
 
To feel safe 
Teachers believed it was important for children to feel safe within school. This meant 
that they were physically safe, confidentiality was ensured, safeguarding procedures 
were in place and there were places in school which would be safe spaces. 
 
To be reassured that they would be physically safe was seen as important; “we’d want 
everyone to be still alive” (M1) and “for some children we’re saying it’s actually their 
safety” (L2). Moreover, it was seen as important that children had a resilience narrative, 
believing that “they’re a survivor not a victim, it’s like tryna get that across to them” 
(M1). Focusing on strengths, both internal and external resources, can be effective in 
providing support to children (Zimmerman, 2013).  
 
For staff, it was important that relevant and effective safeguarding procedures were in 
place. Lilac had a new electronic system in place which aimed to “record it [safeguarding 
concerns] more consistently” (L1), reduce “human error” (L1) and “ensure that 
information is passed on safely and confidentially amongst staff” (L1). These systems, 
Peckover and Trotter (2015) stress, need to be conveyed to staff with clear designated 
leads who safeguard children. 
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In terms of safeguarding, every staff member was seen to have a duty of care to share 
any concerns. 
 
L1: So there’s no excuse for not doing it at home or every single a cl-, everybody 
has this [phone number of safeguarding team] don’t they, it’s not just teachers 
or class based staff, and that was one of the reasons that that was brought in so 
that we could do that if we’re out in the local community 
 
Not passing on concerns was perceived to be “just as bad as you standing watching it” 
(L1). Emphasising statutory guidance that everyone has responsibility in safeguarding 
children (HM Government, 2015). Yet P3 expressed that some staff lacked the 
confidence or experience to effectively safeguard children, saying “a lot of the teachers 
are very young and so they’ve not perhaps been exposed to things”. This highlights 
further the need for ongoing training and clear safeguarding procedures in schools. 
 
Teachers felt children needed to have safe spaces in school where they felt able ”just be 
themself” (M1). School was also perceived to be “quite a sanctuary” (P3) because they 
were able to talk to someone. Safe spaces were described by teachers as being “more 
enclosed and safer” (P1), “like a comfort zone” (M4), “quiet” (P1) and “calm” (L5). The 
perceptions of teachers align with Thornton's (2014) findings which suggest that adults 
in schools can take on the role of being an attuned adult, working on positive self-image 
as well as enhancing children’s self-concept to help them feel safe. 
 
There was a contrast between school being a safe place and being quite scary with M1 
describing a tension between those children who felt safe in school and then will 
become avoidant because they were “scared to feel safe”. The view was summarised by 
L2. 
 
L2: Yea. So it’s all quite chaotic, um, and then for some children school might be 
a safe place, a place where they’re away from the dangers at home, um, where 
they’ve got people who can care for them and nurture them and talk through 
different problems at school including our, um, DV champion, who will champion 
children, however for other children it’s not a safe place, it’s not they don’t feel 
that they can trust the adults in school probably because they don’t know how 
to trust anybody 
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Like Buckley et al. (2007) reports children experienced school as either being a safe place 
or unsafe depending on their experiences and the support they accessed. 
 
Staff supporting children’s needs 
Teachers expressed the importance of staff supporting children’s individual needs. P1 
saw education as including academic subjects and pastoral support saying “education is 
everything”. Each staff member was expected to support children academically and 
pastorally, reflecting the SEND Code of Practice (DfE, 2015) that every teacher is a 
teacher of every child. The ethos of purple was holistic, as Holt et al. (2008) stated it 
should be for children living with DV. For Mauve the symbol for pastoral support was “a 
love heart for caring” (M4) with the image of care reflecting the importance of 
supporting emotional wellbeing as well as learning. There was recognition that pastoral 
support was imperative to children in feeling calm and ready to learn. 
 
P2: It’s five minutes, five, ten minutes could then, um, you know settle that child 
for the rest of the day and you’ll get more out of them of the lesson than you 
know you probably would have than if you’d just left them  
 
Pastoral support included working with parents, discussed by two groups. This included 
“family workshops” (P1), via “phones, referrals, computers” (P3), “creating links with 
parents” (L6) and “informing parents” (P1). It also included “simplifying for parents” (P3) 
and not sending information home (L1) due to safety concerns. Central to connecting 
with parents was the relationships that were built. Thus working with both children and 
parents with a family-centred focus was the best approach in supporting DV (Ofsted, 
2017). 
 
It was emphasised that anyone could provide pastoral support to children who 
experienced DV. P3 stressed that “you don’t need to be an expert” and P2 stated that 
“anyone can support these children”. In fact emotional support was felt to be quite 
simple and “just human nature” (P2). 
 
P2: I think we over complicate it, I think people overcomplicate the emotional 
stuff and actually a lot of it is just being able to just listen you know  
P3: Have a chat  
P2: And just empathise that’s all 
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That staff felt they had a lack of skills or knowledge about DV aligns with the findings of 
Thompson and Trice-Black (2012) that professionals often did not feel equipped to 
support children affected by DV. Therefore, building confidence and knowledge in 
school staff and external agencies to use their own current skill to support children is 
important (Peckover & Trotter, 2015). 
 
A further key skill in pastoral support was listening, depicted by Mauve in Figure 21 as 
large ears to indicate the importance of listening to children. Gorin (2004) too expressed 
that children want someone to talk to who will listen to them and who they can trust. 
Thus highlighting the importance of being responsive to children’s needs (Thornton, 
2014). 
 
 
Figure 21: Listening in Mauve's Rich Picture 
 
It was felt at times to be helpful to refer children to external agencies. The three groups 
of teachers discussed referring or accessing a range of professionals for the children in 
their own school. Such as “CAMHS” (P3), “[DV charities]” (P2), “outside agency trainers” 
(P1), “social services” (M1), “police” (L1) and more specifically a “childhood trauma 
expert” (P2). Communication between school staff, communication between schools 
and communication with external agencies were all seen as protective factors for 
children and what they needed in school (Stanley & Humphreys, 2014). 
 
Surprisingly, none of the teachers mentioned educational psychologists during the 
study. Perhaps, the findings relate to Gallagher's (2014) suggestion that EPs did not feel 
they had specialist knowledge about DV and had a lack of clarity around their role in 
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supporting those children. This means that in schools there is need for clarity around 
the role of EPs in supporting children who have experienced DV.  
 
Individualised support 
It was perceived to be important that children living with DV received individualised 
support. This included individual strategies and support, group work and interventions 
through play. 
 
In terms of strategies for individual children, for some it was helpful to use “a little calm 
jar” (P2) to help express and understand emotions. “Chatting” (P1) was also essential, 
so that children knew they could speak to trusted adults if they needed to and these 
therapeutic tools are illustrated in Figure 22. For some children they needed to be “just 
checking in” (P3) on a daily basis with a key adult. For others for a period in time they 
needed to be constantly near a trusted adult, someone who was “going to meet their 
needs for a short amount of time” (L2). Ensuring that children are emotionally secure 
before being ready to learn was reflective of Brooks' (2014) findings. 
 
An individualised approach by attuning to children’s needs was important. M1 talked 
about “it’s almost like being in tune” with the child. This included being flexible and 
adapting approaches to suit individuals, supporting the view of Pianta et al. (2008). P3 
shared a recent example of how being adaptable was beneficial for children in a small 
group. 
 
P3: And we, we moved away really from the plan because they were talking, they 
were being more open about things that had happened at home and so we made 
the time to listen and one of them who, well two of them actually, that hadn’t 
really said much before really opened up 
 
This type of group work was felt to be important for children to develop a sense of 
belonging, as were “clubs” (M4) which provided “a bit of relief for them” (M4). P1 talked 
specifically about a DV intervention group however more widely used programmes were 
also discussed such as “nurture groups” and “SEAL groups” (L2). That supports the view 
that school bonding and belonging were important factors in order for children to feel 
secure in their environments (Bergin & Bergin, 2009).  
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Figure 22: Calming strategies in Purple's Rich Picture 
 
Play was thought to be important for children. For example as a way to build 
relationships, with P1 talking about using a game “Dobble” and having “drop-ins” where 
children could come at any time. These were also safe spaces for those children where 
they could express their feelings (Rivett et al., 2006). 
 
Research question 2 summary 
Teacher’s expressed an understanding of what children thought about school and what 
children needed at school. They expressed agreement at some of the information that 
children shared in phase 1 of the study, yet when the findings did not align with their 
own views this was surprising for them. The research illustrated that teachers believed 
they were well-placed to know what children needed at school and hearing phase 1 
findings confirmed this view. There were some instances of change which occurred for 
teachers upon hearing the views of children, for example, adults recognising the 
importance of children’s views. The mixed presentation of findings indicate that for 
research question 2 some teachers felt changed by hearing the views of phase 1 whilst 
others did not. 
 
Research question 3 
In what ways is soft systems methodology an effective method of eliciting teacher 
perspectives? 
 
In the third research question I was concerned with analysis and evaluation of the 
method of SSM. The aim was to explore if SSM was an effective method of eliciting 
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teacher perspectives, from their experience. In this section I will outline one global 
theme which I will discuss in relation to research question 3. I will conclude by 
considering the global theme within the wider research question of teachers’ 
perceptions of using SSM. I will also discuss the findings in relation to the broader extant 
literature.  
 
In order to respond to research question 3, it seemed appropriate to outline the global 
theme of ‘impact of the research’ to explore if using SSM was an effective method in 
eliciting teacher perspectives. Teachers expressed that they felt the method of SSM was 
useful and that it employed change. However, for some, the process was complicated 
and not viewed as enacting change. I will outline the themes within each global theme 
in turn, before linking these in relation to research question 3.  
 
Global theme: Impact of the research 
 
Table 14 outlines the global theme and associated organising themes and cluster 
themes.  
 
Table 14: Impact of the research 
 
Global theme 
 
Impact of the research 
 
 
Organising themes 
 
 
The research project 
 
 
Cluster themes 
 
The process of SSM 
 
Change 
 
 
The global theme of ‘impact of the research’ seemed a good fit with the organising 
theme, the cluster themes and the data overall. The organising theme encompassed ‘the 
research project’. The organising theme incorporated the cluster themes of ‘the process 
of SSM’ and ‘change’. I will outline each organising theme in turn by describing and 
discussing the themes within each. Then I will discuss the organising theme in relation 
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to the research question.  
 
The research project 
Many of the teachers felt that taking part in the research was a positive experience. 
They participated fully and openly which was helpful for the process and eliciting their 
views. There were changes associated with taking part in the project alongside 
perceived difficulties. 
 
The process of SSM 
Teachers seemed to enjoy and find useful the Rich Picture activity and use of visuals. 
 
M1: I preferred this, the drawing in it, because it was easier for me to talk about 
it rather than just answer questions 
 
The open nature of the picture was felt to be easier than using specific words. For some, 
discussion was the focal part as “the picture’s not the important part, it’s the 
conversation”( M2). This view reflects the purpose of using SSM which was to elicit 
teachers’ views in an accessible way on a complex issue (Rose, 1997).   
 
Lacking the relevant knowledge and skills was felt to be a barrier to SSM. For example 
when Lilac reviewed their Rich Picture it was described as “a bit chaotic” (L2) and akin 
to “Salvador Dali after a very large drink” (L4).  In contrast Mauve felt quite proud of 
their skills saying “are we the best? … We’ll frame it for you” (M1). 
 
Being in a group setting was found to be positive by Purple because it allowed for them 
to have “bounced the ideas off one another” which they would have felt less confident 
doing individually. However, the group aspect meant that perhaps some members 
contributed less than others. Perhaps teachers felt less confident about sharing their 
ideas in the group or that they had a perceived lack of skills.  
 
Some parts were thought to be easy and “interesting” (P1) such as the planning aspect 
for P2. However, some parts were more difficult, such as putting the plans into action 
with P1 expressing “the difficulty is actioning it”. A view supported by Lilac with some 
frustration. Similarly, M2 felt that the most difficult bit was “knowing that those things 
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can’t happen”. Which was a view shared by L3. The responses of teachers reflects Ellis' 
(2012) findings that teachers expressed complex emotional responses when supporting 
children affected by DV. This suggests that supervision is essential for school staff to 
maintain their emotional wellbeing when supporting children affected by DV. 
 
There were perceived positives in doing the process of SSM. Doing SSM was considered 
to provide space to reflect that the teachers might otherwise not have had. 
 
P2: I knew that already but it was, we rarely get the time for us to sit down and 
just have a really good discussion about that so I thought that that session that 
we had was really, really valuable for the three of us actually.  
 
The space allowed for reflection and thus an effective tool for research in the social 
sciences. P2 reflected on the use of a camera with children, which was viewed almost 
with new eyes. 
 
P2: And what they seem to um almost observe through the lens that they 
perhaps haven’t really seen before you know…yea just that they seem to notice 
more through the camera lens 
 
The view reflects Prosser and Burke's (2008) findings that seeing the world from the 
perspective of the child means physically being at the child’s level to see the world from 
their view. Moreover the camera was useful in eliciting children’s views that may not 
have been available through talking (Pink, 2013). Perhaps staff in school could therefore 
use such methods to allow children opportunities to express themselves visually. 
 
Change 
There was a perception by the three groups that having done SSM their practice changed 
in some way. P2 felt that her confidence in delegating tasks had increased and gave an 
example of a teaching assistant who came to her asking for support with a child. P2 was 
facilitating an intervention group at that time and encouraged the staff member to just 
listen, empathise and talk to the child. P2 felt this was a result of the transformation 
definition in SSM which emphasised that anyone can support children affected by DV. 
 
P2: Actually I caught up with her after school and I said how did it go and she said 
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yea I just, I just listened to her just had a chat with her and she was alright so, I 
was like yes! 
P1: Well done you 
P2: You know so it’s just having that confidence to say you, you can do this, that 
we’ve all got responsibility and it’s not hard 
 
Two teacher’s, M3 and P1, initially said that it hadn’t changed their thoughts but their 
reflections suggested otherwise. For example P1 stated: 
 
P1: I don’t, if I’m honest with you from my point of view I don’t think it has 
changed anything at the moment I think what I did is that I went away and I 
added things to my SEN action plan that linked to that, but as a subsequence of 
that we finally got the early help for mental health team in and they are going to 
do a series of training in spring 
 
Perhaps for P1 her perceptions of what constituted change were different to my 
perceptions of change. It seemed that P1 was able to add to a school policy and make 
priorities in terms of training for staffing, as a result of having done SSM.  
 
Other changes were seen more gradually, for L2 it was a gentle reminder to reconsider 
children’s needs that, “after, I kind of was a bit more mindful of what they were bringing 
to the classroom”. She explained completing Boxall profiles for two children living with 
DV with the aim of starting an intervention with them. L2 felt that this could be due to 
individual circumstances or doing SSM but that either way “it’s all related to this so that’s 
all good”. 
 
SSM seemed to bring the impact of DV to the forefront of teacher’s priorities. 
 
L3: You start to think more about the children, well I was thinking more about 
children in my class that have witnessed some things and all what we’ve got in 
place at school and what we could do  
 
As well as for M4 who said “I think like we just said it just makes us think about it more 
doesn’t it”. Thus being able to reflect on the impact of DV on children through the use 
of SSM seemed useful for teachers. Whether the effects were due to using SSM as a 
process or the effect of having time and space with colleagues to reflect would require 
further analysis. 
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Research question 3 summary 
Most of the teachers expressed that participating in the research was a positive 
experience. The process of SSM illustrated change in the behaviours of teachers and in 
how they thought about children in their schools who had experienced DV. That the 
teachers participated fully and openly in the research was a useful factor for eliciting 
their views. There were some difficulties with the process in the complexities of learning 
a new skill however SSM may be an effective method to elicit the views of teachers on 
sensitive issues. 
 
Phase 2 Summary 
My research suggests that teachers in the study had a good understanding of DV and 
the impact it could have on children. They had some but few myths about DV. Teacher’s 
spoke about important factors of education for children living with DV and what those 
children needed to feel supported at school. There were a number of barriers to 
providing support which were perceived as being out of the control of teachers, yet they 
displayed the knowledge and skills to create appropriate provision for those children. 
The visual research method seemed to be successful in changing the way that teachers 
thought about this particular group of children from phase 1, in a way which brought 
about change in their practice.
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Chapter 7: Overall Discussion 
 
The research aimed to explore children’s experiences of education having lived with DV. 
The aim was also to consider teachers’ perceptions of DV and the impact on children in 
school. Moreover, the aim was to link the findings from phase 1 and phase 2 across 
which commonalities and contrasts occurred. I will thus outline and explore the factors 
which link the two phases of the research. I will conclude by noting the limitations of the 
study and directions for future research. 
 
Play 
Play was central to children’s experiences of school; they enjoyed play and felt it was an 
integral section of education. Similarly, teachers felt play was important for children; 
that it was fun to be out of the classroom and a relationship building tool. The findings 
suggest that, like the evidence base, children and teachers in the study expressed play 
as important for children who had lived with DV (Bredekamp, 2004; Thompson & Trice-
Black, 2012; Thornton, 2014). However, teachers believed that for some children the 
unstructured nature of play could be overwhelming, coupled with difficultly in social 
relationships, and therefore difficult to navigate. As such, as Buckley et al. (2007) 
suggest, some children respond to DV in different ways and thus support should be 
tailored to individual need. Thus, whilst it seems important to incorporate multiple play 
opportunities within learning and social experiences in school for children affected by 
DV, these approaches should be individualised for each child in order to be responsive 
to their needs.  
 
Learning 
A diverse profile presented in learning for the children; particular children found 
elements of academic learning difficult whilst others seemed to flourish and enjoy 
learning. In contrast, all teachers expressed the difficulty which children had in attaining 
academically whilst living with DV, as a result of reduced emotional capacity for learning. 
Indeed, reduced outcomes on measures of attainment for children affected by DV is well 
established (Harold et al., 2007; Kiesel et al., 2016). However, some children affected by 
DV do not show such academic performance distinctions (Kitzmann et al., 2003). When 
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supporting children affected by DV the teachers in the study highlighted the importance 
of ensuring a child’s emotional status was secure before learning needs were addressed. 
Children, when they were aware of their difficulty with learning, may experience 
reduced self-esteem illustrating the need for systems of education which value 
emotional learning as highly as attainment.  
 
Place Making 
Through space and place children made sense of their educational experiences; 
connecting physically and psychologically to places. Particular spaces allowed children 
to create meaning within every day and significant events (Clark & Emmel, 2008). In 
contrast, teachers felt that the environment within schools impacted negatively on 
children due to constraints of time, space and capacity of staff. Yet in line with children’s 
perspectives, the ethos, culture and environments within schools were found to 
improve self-esteem and belonging (Brooks, 2014), critical for children who had 
experienced DV. A gap between the views of teachers and children suggests the 
importance of listening to both voices and responding to their needs in order to create 
the most effective spaces where teachers and children can thrive.  
 
Alongside place, children valued safe spaces where they could feel secure, relaxed and 
express themselves without judgement. Teachers too believed that children who had 
experienced DV required sanctuaries within school which they could use if they became 
overwhelmed or needed space to talk. These safe spaces were seen as contained areas 
from which children could explore the world (Ainsworth et al., 1978), feel valued (Bergin 
& Bergin, 2009) and accepted (Rivett et al., 2006). This was in order for children to feel 
safe at school (Buckley et al., 2007). That means that for children living with DV it is 
important they have a space in school where they can feel safe, talk to an adult about 
what is happening and use as a sanctuary if school presents as threatening or 
overwhelming. 
 
Adults in School 
There was agreement between children’s views and teachers’ views on the importance 
of having at least one supportive adult in school for children. The children expressed 
value in particular members of staff, past and present, who had helped them; typically 
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these adults were presented as nurturing, trusted and responsive to individual needs, 
not dissimilar to Thornton’s (2014) findings. The quality of the teacher-child relationship 
seemed, as Pianta et al. (2008) discussed, to promote children’s wellbeing and readiness 
to learn. Teachers too believed that adults in school supporting children affected by DV 
should be empathetic and nurturing (Thornton, 2014) with an understanding that 
positive relationships for those children could be difficult to develop (McCloskey & 
Lichter, 2003). The findings support the views of Bergin and Bergin (2009) who state that 
teacher-child relationships are central in the classroom in order for children to feel 
secure, safe and ready to learn. 
 
The teacher groups noted that some staff could feel deskilled when supporting children 
living with DV, reflecting Thompson and Trice-Black's (2012) findings, yet they 
recognised that every teacher was a teacher of every child (DfE, 2015) and responsible 
for their wellbeing and safety. The findings indicate that both children and teachers 
recognised the need for supportive and flexible adults to support children affected by 
DV. Every adult is responsible for safeguarding children in school and should be aware 
of the effects of DV and appropriate interventions to utilise. Therefore, as Refuge (2009) 
suggests, there is a need for information about relationships and the impact of DV to be 
taught in schools.  
 
A further skill required from adults in school was that of listening, described both by 
children and teachers in the study. Children wanted adults who would listen to them 
authentically and validate their feelings in order to feel empowered to flourish in their 
school environment. Teachers believed it was important to listen to children and be 
attentive. Both views support Gorin's (2004) findings that children affected by DV 
wanted adults they could trust who would listen to them and have an understanding of 
DV in order to know how to respond. Thus, when working with children who have 
experienced DV it is important to engage in active listening as Gersch et al. (2014) 
describe, in order for children to feel safe and supported. 
 
Parents 
The children in the study talked about their families, yet when discussing their parents 
often did not do so in detail. Conversely, teachers in the study believed that parent’s 
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perpetuated the cycle of DV within their own lives and across generations. When 
children spoke about their parents it was mostly positive, in disagreement with 
Levendosky et al.'s (2006) findings that children affected by DV often have challenging 
relationships with their parents. Two schools discussed supporting parents more 
positively however there was a frustration at parents returning to abusive relationships 
or disengaging from support services. Non-abusive parents may experience mental 
health issues and capacity to parent may be reduced when experiencing DV (Cort & 
Cline, 2017; Osofsky, 2003). Thus there is a need for schools to support parents in a non-
judgemental manner, whilst upholding the safety of the child foremost. Indeed the most 
effective interventions should be family-centred (Ofsted, 2017) and include both parent 
and child (Holt et al., 2015). Fostering positive relationships with parents may therefore 
be a protective factor for children living with DV. 
 
School 
Children in the study expressed that change and unpredictability were at times disliked. 
In parallel, teachers described the need for routine and consistency for children who 
had lived with DV. An expression that children’s experience of school could be chaotic 
mirrored their early lives and home environment (Golding, 2014). However some 
teachers believed that for some children their emotional state was unpredictable; at 
times appearing settled and easily able to learn, at other presenting with challenging 
behaviour. It seemed important to the children in the study to have freedom and control 
over their experiences but also to feel contained by trusted adults in school. In order to 
support children who have experienced unpredictability through the trauma of DV there 
is a need for consistent and collaborative support from adults (Stanley, 2011) as well as 
a person-centred approach (Holt et al., 2015) adapting to children on how they present 
each day.   
 
Friendships 
Friendships presented varied findings from children and their teachers. Many children 
talked about their friends and having close relationships with one or two people and 
equally teachers expressed these views. Both findings are in contrast to the extant 
literature on children who have experienced DV which states that children have reduced 
social competence (Fantuzzo & Mohr, 1999), fear close relationships (Buckley et al., 
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2007) and experience conflict in peer relationships (Narayan et al., 2013). It seems that 
for the children in the study friendships were important to their experience of school. 
Perhaps that the abuse had finished for those children meant they felt able to have close 
relationships without compromising their safety or that positive peer relationships were 
protective factors for those children. In schools therefore, children who have lived with 
DV could be encouraged to build relationships for example choosing a ‘buddy’ for lunch 
in order for them to have a peer to talk to.  
 
Emotional Literacy 
Teachers noted many emotions that children living with DV would feel. Conversely, the 
children did not talk often about their emotions. The finding indicates that the children 
who took part in the study may find it more difficult to recognise and express emotions 
as suggested by Levendosky et al. (2006). Teachers had a good understanding of the 
need for children to maintain their emotional wellbeing due to the perceived impact of 
DV on later mental health difficulties (Thompson & Trice-Black, 2012). Indeed teachers 
believed that a child’s emotional capacity to manage experiencing DV overrode their 
cognitive function in the classroom, reflecting Kiesel et al.'s (2016) suggestion that living 
with DV can reduce school readiness. Thus in order for children to be able to learn and 
experience success in the classroom they need support to recognise and express their 
emotions in a helpful manner. 
 
Teachers and children expressed that developing emotional literacy could be done using 
therapeutic tools within school. Children discussed the therapeutic nature of animals in 
teaching them to care for others and have space to calm, as found by Friesen (2010). 
Children and adults discussed the value placed on school clubs and groups which 
allowed children to experience belonging and express themselves. Bergin and Bergin 
(2009) too highlighted the value of such groups in promoting school bonding. As the 
authors also noted, secondary schools can be difficult for children to feel belonging, a 
view expressed by teachers, that lack of support was a concern for children attending 
who required additional support. This suggests exploration into the reasons for this 
would be useful. Overall, a holistic and person-centred approach, as suggested by Holt 
et al. (2008) is important when working pastorally with children affected by DV. 
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Safety  
The children in the study expressed a need to feel physically and psychologically safe in 
school, like Lee et al.'s (2004) findings. Equally, teachers believed that adults in school 
were responsible for safeguarding children and without feeling safe and secure children 
would not have the ability to learn in class. For some children in the study school was 
perceived as a safe space where adults met their emotional and physical safety needs. 
For others school seemed to present as threatening. Teachers were in agreement with 
children and with Buckley et al. (2007) that school could be perceived as safe or unsafe 
by children living with DV. It was expressed as important by teachers that school systems 
to safeguard children were clearly outlined, a view supported by Peckover and Trotter 
(2015). Indeed, keeping children safe in school is a statutory duty (HM Government, 
2015) and moreover teachers should educate children on how to keep safe or seek help 
when at school or in the community.  
 
Silence  
Given the hidden nature of DV it is unsurprising that none of the children explicitly 
discussed or alluded to having experienced DV, a finding reflective of Stanley et al.’s 
(2012) research. Perhaps one reason for silence may be due to the length of time since 
living in a home with DV. However, Gallagher (2014) suggested that silence and stigma 
continues to surround DV, particularly for children who may feel too scared, traumatised 
or disempowered to speak about it. The NUT (2005) state that “Silence is not always 
golden” reflecting the danger of not promoting the voice of children. Thus as advocates 
of children it is important to view the unsaid as important to the “construction of the 
encounter” (Lewis, 2010, p. 19). There is a need to reduce the silence surrounding DV 
by raising awareness of the impact and how children and families can seek help (Wolfe 
& Jaffe, 1999). Schools can be vital in developing relationships with families, educating 
children in healthy relationships and signposting to the relevant organisations.  
 
However, the view of children being silent about their families was noted by teachers in 
the study as atypical of their own experiences, where children want to talk to teachers 
about their families. It highlights and supports literature that suggests children want to 
talk to adults they trust who understand what they have been through (Pianta et al., 
2008). 
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The visual 
Utilising a visual methodology was effective in eliciting the views of teachers and of 
children on the impact of DV in school. Photographs and images allowed children to 
share their experiences more easily and as Back (2009) suggests, “photography both 
portrays the social world and it betrays the choices made by the person holding the 
camera” (p. 474). This allowed for an in-depth analysis of children’s perspectives about 
school. Therefore, in future it may be that creativity and creating narratives are helpful 
strategies for some children who have been exposed to DV, giving them a means of 
processing what has happened to them and helping them plan for moving forward 
(Méndez-Negrete, 2013). 
 
Linking the Past to the Future 
Memories were important to children in the study; they spent considerable periods of 
time telling me stories about themselves, other people and their school. Most memories 
were positive although some were more negative in nature and there was a sense of co-
construction of memories, described by Crossley (2000), between myself and the 
children; they were expressing their experiences in relation to my questions and the 
places we walked to together. Some of the negative memories were linked to missing 
places or people in the past and illuminated the notion of a “lost childhood” (Buckley et 
al., 2007, p. 298). Teachers typically talked about children’s experiences in the present, 
how they appeared every day, rather than discussing memories that children may have. 
One teacher shared a personal experience of DV and the memories which persisted for 
him on a daily basis noting that the past can have long lasting effects (Artz et al., 2014). 
 
The memories which children had coupled with the “present” research allowed for them 
to create stories about their own educational experiences. The children and teachers 
used visual representations and photographs to tell a narrative about children’s 
experiences of school having lived with DV, aligning with Chase et al.'s (2010) method. 
Teachers expressed the importance of listening to children’s perspectives in developing 
support as suggested by Överlien and Hydén (2009), and to use those stories to work 
therapeutically with children to help them process their experiences (Golding, 2014). 
Therefore, as Åkerlund and Gottzén (2017) suggested, it is necessary to develop 
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methods for children to express their feelings to adults that can then be used to inform 
practice for supporting those individuals.  
 
The past, presented in children’s memories, the present, of the study and children’s 
aspirations for the future were linked together in order to bridge the trauma they had 
experienced. Children did have hopes for the future and what they wanted to do or be, 
however teachers found it difficult to imagine an ‘ideal world’; that the embedded and 
long-lasting nature of DV provided a negative perspective. The findings indicate that 
children display aspiration and hope where often adults do not. Therefore it is important 
to foster such resilience utilising positive psychological approaches in order to support 
children affected by DV. Using symbols and visual representations, as Golding (2014) 
suggests can be used to connect painful experiences with a preferred future that makes, 
as Rolston (2010) posits, “the present tolerable” (p.300). Moreover, encouraging 
children to focus on the future is valuable for their wellbeing and necessary for 
“negotiating the present” (Baker, 2015, p.28). 
 
Positive Lens 
The majority of information shared by children indicated their positive rather than 
negative experiences of education. Children felt valued, liked and a sense of belonging 
in their schools, which Bergin and Bergin (2009) cited as important for those with 
insecure attachments. Teachers highlighted the positive nature of children’s 
experiences in their discussions, and explained that was an inaccurate reflection of daily 
life for children living with DV. Leonard and McKnight (2015) in their discussion about 
using images in research highlight that a focus on positives may not be unique to this 
study, stating that “Participants, intentionally or unintentionally, may produce images 
which show them and their surroundings in a positive light” (p.631). Thus as a relatively 
unknown adult the children perhaps wanted to portray their school from a positive 
perspective.  
 
As a researcher and as a practitioner, I often utilise a strengths-based approach and 
elements of positive psychology. My focus on what children liked, valued and found 
important may, in part, have developed the children’s mostly positive accounts of their 
school experiences. 
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Whilst there is little doubt that experiencing DV is a negative experience, perhaps 
turning a positive lens on the issue in terms of using positive psychology may be 
beneficial. In particular, utilising a strengths-based approach to supporting children and 
families, which aims to develop internal resilience and external protective factors 
(Zimmerman, 2013). The findings of the current research with children indicate that 
children want to talk about their experiences, and that tends to be in a positive manner; 
about the people and places they like, their interests and talents, and their favourite 
things. Therefore, when we work with children, schools and families who have 
experienced DV, it seems important to allow time and space for children to explore and 
build on such positive experiences and strengths. As M1 aptly stated, “they’re a survivor 
not a victim it’s like tryna get that across to them”. 
 
Limitations and Future Research 
I believe that my research allowed for children to express their views about school in an 
effective manner. However, a limitation of the study is that I did not provide a measure 
of change of the children’s thoughts or actions in order to further evaluate the 
effectiveness of the project. It may be insightful in the future to ask parents and teachers 
if they noticed a change in children who took part in the project, directly following the 
project and at a later date, perhaps using a questionnaire.  
 
The children who participated in the study presented definite distinction between the 
manner and responses of children who were in year 3 compared to those in year 4, 5 
and 6. It would be interesting to explore any differences between the year groups in 
future research in order to determine if their experiences are qualitatively different. 
 
A limitation of phase 2 is that the process of SSM was complex and the time afforded 
allowed only for a brief overview of the approach. Although most teachers seemed to 
understand and enjoy the SSM approach, they mentioned it was difficult to “get their 
head around” complex systems in a short space of time. In future, it may be beneficial 
to teach the SSM approach prior to beginning the research to ensure teachers were 
competent and confident in using it before applying it to a real world issue.  
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As some teachers mentioned support or lack thereof, in secondary school, where there 
are different systems and support, it would be enlightening to conduct similar research 
in secondary settings. In order for comparison between the two studies for qualitative 
similarities and differences. 
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Chapter 8: Implications for Practice and Conclusion 
 
Implications for Practice 
My research has provided some implications for EP practice, both generally and 
personally. I will explore these implications for our work at three levels: individual, group 
and systems (Cameron, 2006). Appendix U provides a summary and resource to aid EPs 
in understanding the evidence-base on practical strategies used when supporting DV, 
reflective of the findings of my research. 
 
Personal practice 
The process of researching children’s views about education has highlighted the 
necessity of retaining children’s voices as the focus of consultations about their needs. 
Adult voices can be loud and at times overpowering. The role of EPs is to listen to the 
needs of children, to utilise a variety of tools, to accommodate and be flexible when 
seeking their views, recognising that silence can speak louder than words. Finally to give 
them time to share their own perspectives and permission to hold ownership over those 
views.  
 
My exploration of the use of visual research methods has illustrated the usefulness of 
such tools. In particular, accessing non-verbal means of communicating, alongside 
verbal description, allowed children to describe their experiences in more depth. 
Moreover, having a specific task to complete whilst talking created a more relaxed 
atmosphere in which the children were able to talk more openly and authentically. Using 
such tools can therefore be useful when working individually with children.  
 
The main element of working with teachers which has influenced my practice is in giving 
them space to talk about their feelings, frustrations and systems. Often in practice the 
focus is in supporting individuals within the systems they work. Frequently I have 
experienced that there is dissatisfaction with the “status quo”, feeling that solutions are 
out of their hands. However there is rarely time for an in-depth exploration of their 
experiences and working towards a solution. The process of completing the research 
with teachers highlighted the importance of systems work such as SSM in supporting 
the adults who support the most vulnerable and complex needs in our schools. I aim to 
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use more systems supports and tools in my practice in order to thus support individual 
or groups of children in my future practice. 
 
Individual  
The research illustrated that play is important to children’s experiences at school and 
their enjoyment of education. Therefore facilitating, training or supervising therapeutic 
play experiences as suggested by Dodd (2009) may allow children to extend their play 
experiences and process their own stories.  
 
Aligning with a strengths-based approach, EPs can utilise positive psychology to inform 
and guide practice with children, families and schools. For example, activities such as 
‘The Tree of Life’ (Ncube, 2006) could be used directly with children, or taught to key 
staff, to practice positive and strengths-focused thinking. Additionally, highlighting 
successes and protective factors for the child’s school and family may be beneficial in 
allowing adults to see the child differently and understand their needs.  
 
Children’s views are central to planning provision for them in schools. EPs are positioned 
appropriately in order to elicit the views of children and together help them outline and 
understand their experiences (Davie et al., 1996). The views elicited could be used to 
inform support and provision planning for those children in school (Kelly & Gray, 2000). 
It is also important to ensure that children are focal to the evaluative process when 
establishing interventions and support, in order to adapt to their needs (Veigh, 2017). 
 
Teachers understand DV and the impact but often hold some myths around DV. EPs 
could help schools identify children who may be experiencing the impact of being 
exposed to DV and support children to “succeed socially, personally, and academically” 
(Thompson & Trice-Black, 2012, p. 234). This could be through awareness raising about 
the impact of DV in order that adults in school can be sensitive to children who present 
with this profile of needs. Alongside, developing relationships with children and families 
so that school becomes a safe space in which both adults and children can share 
information and experiences.  
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Relationships with key adults were important to the children in the study. EPs could 
support staff in understanding the needs of children affected by DV at an individual 
level, including suggesting relevant provision, training staff to use specific evidence-
based interventions and utilising effective evaluation and monitoring systems. 
Furthermore, EPs could offer supervision to staff who are supporting children affected 
by DV to maintain the wellbeing of adults working in school. 
 
Parents are crucial to holistically supporting children who have experienced DV. It may 
therefore be useful for parents to have time and space to reflect on their experiences in 
a safe and non-judgemental manner. For example using a Personal Construct Psychology 
or Cognitive Behaviour Therapy approach to reframe thinking around parent’s 
experiences of DV may help promote a positive environment for the child and their 
family (Cort & Cline, 2017). 
 
Group 
In terms of group support for children who have experienced DV, the themes of the 
study suggested a number of elements which may be helpful for children and teachers. 
In line with Ofsted's (2017) suggestions, early intervention is key. For children, it was 
important to have friendships within school and a sense of belonging which was often 
created through clubs or groups within school (Bergin & Bergin, 2009). Specific 
interventions with children in school which take a group format should focus on building 
healthy relationships, emotional literacy, positive interaction, resiliency building and 
safety (Babcock LDP, 2015). 
 
In relation to support for parents, teachers in the study felt that it was important there 
was a two-way interaction in that school provided support for parents living with DV but 
also that parents engaged in such support. Aligning with the existing research, therefore, 
it is important that schools promote positive parent-child relationships (Dodd, 2009) in 
order to develop those relationships and connections. In particular, specific 
interventions which work with both parent and child have been most helpful in 
developing those relationships and supporting emotional development (Holt et al., 
2015), which could be facilitated by schools or by EPs.  
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EPs could further consider developing parenting interventions to be delivered with 
parents in the community or within individual schools (Cort & Cline, 2017). EPs could be 
instrumental to aiding design, implementation and evaluation so as to create evidence-
based interventions which are effective in specific school contexts, even with particular 
children. Moreover, due to the lack of effective evidence-based programmes for 
perpetrators EPs could be involved in developing individualised programmes of support 
and early intervention for perpetrators of DV (Guy, Feinstein, & Griffiths, 2014). 
 
Systems 
My research showed that teachers seemed to have an understanding of DV and the 
impact on children. However some teachers felt less confident about the impact of DV 
and in particular how to support children in their classes. Some teachers, whilst 
knowledgeable, felt other school staff did not have such information or skills to support 
children affected by DV. Therefore, for the teachers and schools in the study, it may be 
helpful to raise awareness of DV and the impact on parents and their children (Sterne & 
Poole, 2010). EPs, with their links to maintained schools in England, have access to 
school staff in order to disseminate information about the impact of DV and appropriate 
provision. Additionally, EPs are well-placed to support schools to understand DV and the 
reasons behind children’s behaviour, with the aim of providing the most appropriate 
provision for those children. As such, the aim is to “mak[e] the invisibility of domestic 
violence visible” (Gallagher, 2014, p. 61) in order to reduce stigma around DV and 
increase support provided to children and their families.  
 
The teachers in the study discussed using external agencies to support families affected 
by DV. In support, EPs often have knowledge of a range of agencies and organisations 
throughout their local areas. It may be appropriate therefore for EPs to signpost families 
and schools to the relevant organisations who could provide specialised intervention for 
adults and children.  
 
Children and teachers expressed the importance of developing trusted and responsive 
relationships and safe spaces in school to support children. EPs could support schools to 
provide this nurture, security and predictability within their environments (Clarke & 
Wydall, 2015). Additionally, EPs, with their relational skills, are in a position to foster 
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communication between schools, families and external agencies. Furthermore, EPs 
could support practitioners from a range of external agencies to recognise and respond 
to DV (Robinson, Myhill, & Wire, 2017). For example, this could include training, 
consultation or supervision. 
 
However, as Gallagher (2014) suggested, EPs were not confident in how they should 
support children and families affected by DV. Thus there is  a need to educate EPs in the 
effects of DV with the aim of increasing confidence to use the skill and knowledge base 
to help schools in supporting children who have lived with DV. Yet there remains a 
necessity for EPs to be aware of their own limits in knowledge and competence before 
training others to recognise the signs and supports for DV (Ellis, 2012). 
 
Conclusion 
Prevalence and impact of DV continues to be documented at individual and national 
levels. There is significant impact of experiencing DV on children and their families which 
often manifests within the school environment across all areas of a child’s development. 
The findings of my research indicate that children are able to express what is valuable 
and important to them in their school experiences, particularly when using visual and 
creative methods. Moreover, the findings suggest that teachers understand the impact 
of DV and how to support children, however they experience multiple barriers in order 
to provide effective support. The findings link with previous literature on children’s 
experiences having lived with DV and may be useful for informing future practice of 
teachers and professionals in schools. Specifically, the findings may be used to inform 
EP practice, to reduce the stigma surrounding DV and support children and their 
families. I aim to use my experience and findings from the research to more effectively 
support children who have lived with, and are living with, domestic abuse. 
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SYNOPSIS OF THE RESEARCH PROJECT 
Maximum of 750 words. 
The research will explore the educational experiences of children who have 
experienced domestic violence (DV). The research will begin in March/April 2017 with 
data collection, followed by analysis and write-up which will form part of my doctoral 
thesis concluding in August 2018. 
 
Previous research has shown that the impact on children and young people (CYP) of 
experiencing domestic abuse are wide ranging, including impacting on their social, 
emotional and mental health (Thompson & Trice-Black, 2012); their learning in school 
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The aims and objectives of the research are: 
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1) To explore the lived experience of CYP in educational settings who have 
experienced DV.  
a) To explore how CYP exposed to DV experience education. 
b) To find out what is important for and to CYP in educational settings. 
c) To use image-based data-collection methods in order to allow CYP to share 
their experiences without using language. 
2) To explore the implications for adults working with CYP who have experienced DV 
in educational settings.  
a) To explore teacher perspectives of the effects of DV on CYP. 
b) To share the experiences of CYP in the study through sharing themes with the 
teachers. 
c) To compare teacher and CYP perceptions of how they experience their 
learning environments. 
 
This research aims to answer the following research questions:  
1) How do CYP describe their educational experiences through words and visual 
processes when they have been exposed to DV?  
2) What do CYP feel is important to them for their education? 
3) In what ways would teachers describe the experience of CYP on their education?  
4) To what extent do teachers feel that hearing the views of CYP will change their 
practice in teaching CYP exposed to DV? 
5) To what extent are arts-based visual methods effective in describing CYP’s 
experiences of education? 
6) In what ways is Soft Systems Methodology an effective method of eliciting teacher 
perspectives? 
 
Phase 1 of the research will explore how CYP describe their educational experiences 
through drawing, photographs and talking, in order to find out what is important to 
them for their education. Previous research has shown that using creative methods 
such as play and art with children who have experienced domestic abuse can be 
supportive in helping them to convey their experiences (Thornton, 2014). 
 
Parents/guardians will be contacted by a number of schools in North Devon alongside 
NDADA and SAFE domestic abuse charities who have expressed interest in taking part 
in the study. Before beginning, an information sheet and consent form with all of the 
details of the study will be sent to parents who opt-in to the research. The study will 
involve meeting with children over four sessions which will take place at the child’s 
school (see Diagram 1). All information will be confidential and anonymised with no 
identifying information, and children or parents can withdraw at any time without 
explanation.  
 
Phase 2 of the research will explore teacher perspectives of CYP’s experiences of 
education. Teacher’s will be invited to take part in the study through link schools 
which have expressed interest in participating in the research. Sessions will take place 
during a twilight session after school to allow more teachers to be involved without 
taking away from their teaching time. The aim is to run two group sessions with each 
group of teachers within one school. The aim is that three groups of teachers will be 
able to take part in the study, in three different schools. The first session will involve 
using a soft systems methodology approach (SSM) (Checkland, 1989). The process will 
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involve teachers working together to draw a Rich Picture of how currently CYP are 
supported in their educational setting (if they have been exposed to DV). Teachers 
will also discuss the topic using a CATWOE analysis to develop strategies that could 
be helpful to these children. See Research Methods for descriptions of ‘SSM’, ‘Rich 
Picture’ and ‘CATWOE analysis’ 
 
Session two will be run as a focus group, where the Rich Picture and CATWOE analysis 
are brought back for reference. This will be facilitated as a focus group by the 
researcher, where teachers are asked to compare their Rich Picture and CATWOE 
analysis with the themes elicited from phase 1 of the research. 
 
INTERNATIONAL RESEARCH 
The research will take place in the UK. 
 
The following sections require an assessment of possible ethical consideration in your 
research project. If particular sections do not seem relevant to your project please 
indicate this and clarify why. 
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RESEARCH METHODS 
This research will consist of: 
1) Four sessions with CYP: 
a) Meet CYP with their parent/carer to explain study (to be completed at the 
CYP’s school).  
b) The CYP will draw a map of their school (to be completed at the CYP’s school). 
The session will be audio-recorded. 
c) The CYP will be asked “Show me around your school” by the researcher and 
“Let’s take some photographs of things you like”. This will take the form of a 
semi-structured interview which will be audio recorded. For example, when a 
CYP takes a photograph the researcher will ask questions such as: “Why did 
you take a photograph of [object]?”, “How come you arranged those [toys] 
before you took the photograph?”, “What do you like about [this toy/place]”, 
in order to find out more about the CYP’s experiences in school. Parent/school 
staff can attend this session.  
d) Meet with CYP to conduct a thematic analysis of the drawings and 
photographs (to be completed at the CYP’s school). The session will be audio-
recorded. The purpose of taking photographs is to allow CYP to use a visual 
method of representation for places and things in their school that are 
important to them. If parents agree the CYP will be given a copy of the 
photographs, they have taken, in a scrapbook which they can take home with 
them. A digital copy of the photographs will be stored on the University of 
Exeter U-drive which will only be accessible by the researcher and research 
supervisors. The photographs will not be used in any publications or 
presentations, but only for further analysis by the researcher as part of the 
research project. The photographs will be deleted after the final thesis write-
up has been passed.  
2) Two sessions with teachers: 
a) Soft systems methodology (SSM): SSM is a process used to explore complex 
real world situations which enables the participants to organise their thinking 
in a way where they can think about how to make improvements that can be 
put into action. The SSM approach allows for participants to explore 
interacting factors and different worldviews and to develop an action plan. 
Within SSM, several tools are used to explore problematic situations. Two of 
these tools will be used in phase 2 of the research: a Rich Picture and a 
CATWOE analysis. A Rich Picture is a graphic representation of a real-world 
situation, it requires the participants to draw their perception of the situation, 
they can also use symbols and text, and it can be used to illustrate concrete or 
abstract factors in the situation. Teachers will work in a group to develop a 
Rich Picture based on their perceptions of how CYP exposed to DV experience 
education. Teachers will also discuss the topic using a CATWOE analysis to 
develop strategies that could be helpful to these children. A CATWOE analysis 
is a technique used to create a root definition of the situation which will help 
develop a conceptual model. This will involve asking teachers to think about 
six elements (Characters; Actors; Transformation process; Worldview; Owner; 
Environmental constraints) of the situation. By doing so, teachers will create a 
definition which helps outline the problem at a systems thinking level, 
considering people and environment involved, strengths and barriers to 
actions. The session will be audio-recorded. 
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b) Session two is the next stage in SSM which involves comparing teacher’s 
conceptual model with the real world situation. This will be facilitated as a 
focus group by the researcher, where teachers are asked to compare their rich 
picture and CATWOE analysis with the themes elicited from phase 1 of the 
research. For example, teachers will be asked to consider any similarities or 
differences between their perceptions and CYP’s perceptions. The final part of 
the session will involve exploring hypothetical actions (based on teacher 
discussions) that could be used in practice to change the situation in the real 
world. The session will be audio-recorded. 
 
Characteristics of sample: 
I aim to meet with 10 CYP aged between 7 and 11 years old. The CYP will have the 
following characteristics: 
- The CYP has experienced domestic violence in the past.  
- The CYP is not currently living with domestic violence.  
 
I would like to complete a soft systems methodology approach and focus group 
session with three groups of teachers. Ideally there will be a minimum of three 
teachers in each group who work in the same school. I would like the teacher groups 
to be completed in different schools. 
 
For information about recruitment please see the section on the voluntary nature of 
participation below. 
 
Expected outputs: 
- At this point I would hope for the outputs of this project to include the 
following: 
- Conference presentations; 
- Journal articles (both academic and practitioner); 
- Presentations to professionals (e.g. as part of a Service Day, INSET for school 
staff). 
 
Discussion of sensitive topics: 
CYP who have experienced domestic violence are a vulnerable group even after the 
DV has ended. The topic of domestic violence will not be discussed during the 
research with CYP, however having been identified due to previously experiencing DV 
means there is the potential that CYP involved may experience adverse effects. Please 
see the section on possible harm below for discussion of how I intend to minimise the 
risk of harm to participants. 
 
PARTICIPANTS 
I would like to meet with 10 CYP who will complete four sessions of the research 
between the ages of 7 and 11 years old.  
 
My aim is to complete a soft systems methodology approach and focus group with 
three groups of teachers. Each group will ideally consist of teachers who work in the 
same school. I would like each of the three groups to be from different schools. 
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THE VOLUNTARY NATURE OF PARTICIPATION 
Working with children: 
The researcher will be working with children in schools in the North Devon area. The 
researcher has been through the relevant vetting procedures which includes a full 
disclosure and barring service certificate. As the research will take place in schools, 
the consent of the Headteacher and/or a member of Senior Leadership such as the 
Special Educational Needs Co-ordinator (SENCo) will be sought.  
 
The research involves working with children as a method of directly eliciting the views 
of children on education. There is a gap in the research which specifically explores 
children’s experiences of education having experienced domestic violence. The 
intentions are that this research will add to a growing body of evidence to support the 
importance of listening to child voice and provide further insight into educational 
experiences. 
 
Recruitment: 
The CYP will be identified by linking with schools and DV charities within the local 
North Devon area. Schools and charities will be given information about the study to 
discuss with CYP and their parents/carers who they have identified experienced DV in 
the past but are not currently experiencing violence in the home. If parents/carers 
agree for their CYP to take part, they will sign a consent form. Then the researcher 
will meet with the parent and child to discuss the study and the child will be given an 
accessible information and consent form. The researcher will explain to the child that 
what they are doing is entirely voluntary and they can refuse to take part if they wish. 
The study will begin if both parent and child have signed the consent form. See 
Diagram 1. 
 
Teachers will be recruited by contacting schools where the researcher is currently on 
placement as a Trainee Educational Psychologist. Contact will be made through the 
School Headteacher or SENCo who will give teachers an information and consent form 
for the research so they will know that we will want to talk about DV in advance rather 
than be surprised at the first session. Teachers will be made aware that participation 
is entirely voluntary and that they can withdraw from the study at any time. If 
teachers choose to participate, the Headteacher or SENCo will arrange a time for the 
teachers to attend the sessions. I aim to facilitate each group as a twilight training 
session where the teachers will have the opportunity to develop skills in soft systems 
methodology and teamwork. Following completion of the research the researcher will 
present the results to the groups of teachers and school staff who would like to 
attend. 
 
If emailing, I will use my university email address, to preserve confidentiality and to 
distinguish my professional and academic roles. I will seek written consent from 
participants and sample information and consent forms are included below. At the 
start of interviews I will ask participants whether they still agree to provide consent 
to the interviews. The information will be anonymised and confidentiality will be 
preserved. Participants will be able to withdraw from the research at any time. The 
information sheets emphasise that all participation is voluntary and consent can be 
withdrawn at any time. 
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Agencies (schools and 
charities) invited to 
help recruit 
participants
Agencies contact 
parents of prospective 
participants
Parents given 
information and 
consent form via 
agencies
Parent agrees for 
child to participate 
Researcher meets 
with parent and child 
at school 
Child given accessible 
information and 
consent form
Child agrees to 
participate
Researcher meets 
with child at school to 
draw map of school
Researcher meets 
with child at school to 
take photographs 
around school
Researcher meets 
with child at school to 
look at photographs 
and map and think 
about themes
Child can take home a 
copy of map and 
photographs
Child disagrees to 
participate
No further contact 
Parent disagrees for 
child’s participation
No further contact
Parent does not 
respond
Agency contacts 
parent a second time
Parent agrees for 
child to participate
Parent does not 
respond
No further contact
Diagram 1: Flowchart 
of process in Phase 1 
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SPECIAL ARRANGEMENTS 
Any participant with additional needs will be accommodated by allowing time for 
them to complete the research activities at their own speed. Children can have a 
member of school staff or their parent with them at all times during the study if they 
wish. 
 
THE INFORMED NATURE OF PARTICIPATION 
Parents/guardians will be given an information sheet and consent form (included in 
the section below) outlining the aims and purposes of the study. Any possible risk or 
harm is detailed along with actions to minimise the risk of harm. If parents agree for 
their child to take part in the study, the researcher will meet with them both and 
provide an accessible information and consent form for children. In phase 2 teachers 
will be given an information and consent form detailing the study and outlining any 
adverse effects of taking part in the research. I will answer any questions which the 
parent, child or teacher has. 
 
ASSESSMENT OF POSSIBLE HARM 
The HCPC standards of proficiency state that Psychologists should practice autonomy, 
beneficence, non-maleficence and social justice in regards to ethical working (Fox, 
2015; Health and Care Professions Council, 2015). The research will have these ethical 
standards as a base from which to conduct research with CYP who have experienced 
DV. 
 
The researcher understands that given the purpose of the research, to explore child 
experiences of education having been exposed to DV, that parental consent could be 
problematic. In response to this, the researcher will be recruiting participants through 
schools in North Devon where she is currently working as a Trainee Educational 
Psychologist. The existing relationship between the researcher and schools, and 
between schools and parents will be used so that parents feel enabled to ask 
questions about the research in a safe and confidential manner. This will ensure that 
the parents/carers are fully able to provide informed consent. 
 
CYP will take part in sessions which will be held at their school. To protect their 
identity within school and ensure they are not stigmatized in their learning 
environment, the project will be given an accessible name to use in schools such as 
‘The school mapping project’. School staff will be made aware of the details of the 
project if CYP and parents have given their consent to take part. The time that the CYP 
will take part in the study will be agreed with the teacher so that educational or social 
learning will not be impacted.  
 
Children will not be asked to talk about any domestic violence that they have 
experienced. If children do not answer questions they will not be interrogated on why 
they do not want to answer. If a child does make a disclosure to the researcher, the 
researcher will contact the designated safeguarding officer in the school to pass on 
the information. If a disclosure is made, by a child or young person, about an illegal 
activity, the researcher will contact appropriate statutory authority in order to pass 
on the information which may affect a child or young person.  
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The CYP will be in a familiar school environment and they will be made aware that 
they can leave to return to their classroom or a quiet space if they no longer want to 
take part in the study or want a break. The CYP can have a trusted adult (such as a 
teaching assistant or parent) with them at all times during the sessions if they choose 
to and that would make them feel more comfortable. There will be a medium/high 
risk of CYP experiencing unpleasant or unhelpful feelings, memories or thoughts 
whilst completing the research although there will not be any direct or indirect 
questions about DV that has been experienced. However, if unpleasant thoughts or 
feelings do arise, the researcher will allow the CYP to talk about the feelings if they 
would like, to return to their classroom or a safe space in school and/or talk to a 
trusted and known adult.  
 
If a CYP experiences unpleasant feelings there will be support available within the 
normal mechanisms available through pupil support in the school. If necessary, 
parents and guardians will be informed as necessary. However, the researcher is in 
training to be a psychologist and will be fully sensitive to the needs of the interviewee 
and will be able to adjust or stop the interview if required. If a CYP becomes 
uncomfortable or distressed the researcher will be aware of the need to take breaks, 
to be sensitive and reflexive to how the CYP is feeling, to ensure a trusted member of 
school staff accompanies the CYP if they would like them there, to pass on any 
information which is of concern to the designated safeguarding officer within school 
(see above information on disclosure) and to check-in at a later date with the school 
to ensure if a CYP has experienced discomfort as a result of the research that the 
normal support processes within school are being followed. 
 
Due to the prevalence of domestic violence, for teachers participating in phase 2, 
there is a risk that teachers have experienced or are experiencing domestic violence. 
Teachers will be given an information and consent form about what will happen in 
phase 2. They will be made aware that participation is completely voluntary and they 
have the right to withdraw from the research at any stage without explanation. 
Teachers will be provided with signposting to external agencies in the event that they 
experience negative or unwanted thoughts or feelings. 
 
The table below lists the potential risk of harm alongside the likelihood of this 
occurring and the action that will be taken if it does occur. 
 
Potential risk Likelihood Solution 
Funding of link 
charity reduced 
and unable to 
recruit participants 
Low Approach other charity and community groups 
to invite to take part in the study. 
Participants drop 
out of the study 
High Invite 15 participants, which is more than 
necessary, to account for drop-out from the 
study. Contact further schools in the area to 
ask if they would like to take part in the 
research . 
CYP experience 
unpleasant 
thoughts or 
feelings 
Medium/High  Allow CYP to talk to researcher or trusted adult 
or to return to the classroom or a quiet space. 
If a CYP experiences unpleasant feelings there 
will be support available within the normal 
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mechanisms available through pupil support in 
the school. If necessary, parents and guardians 
will be informed as necessary. However, the 
researcher is in training to be a psychologist 
and will be fully sensitive to the needs of the 
interviewee and will be able to adjust or stop 
the interview if required.  
Teachers 
experience 
unwanted 
thoughts or 
feelings 
Medium Teachers will be given an information and 
consent form about what will happen in phase 
2. They will be made aware that participation 
is completely voluntary and they have the right 
to withdraw from the research at any stage 
without explanation. Teachers will be provided 
with signposting to external agencies in the 
event that they experience negative or 
unwanted thoughts or feelings. 
Parents do not 
agree for CYP to 
take part in study 
Medium Ensure that information on the research study 
is as well explained as possible with 
opportunity to request further information if 
required.  
Safeguarding issue 
arises 
High Report information to Designated 
Safeguarding Lead for the school.  
 
 
 
DATA PROTECTION AND STORAGE 
For clarity the information from study 1 is also detailed here to outline confidentiality 
and anonymity. Before informed consent is gained, parents will be made aware of the 
details of the study and the activities their CYP will be asked to complete, in an 
information form. Parents will also be informed that they or their child will not be 
asked about any DV that they have experienced and will not be asked to discuss 
anything that they would not like to talk about. When the researcher first meets with 
the parent and CYP, information about the study will again be discussed, and 
confidentiality will be explained. All data will be anonymised by labelling any 
information with a codename rather than their real name. The key to the coding 
system and any electronic data will be stored as password protected files on The 
University of Exeter U-drive that will be accessed only by the researcher and the 
research supervisors. Any signed consent forms will be scanned and saved on the U-
drive and then shredded. I will only store this information on the U-drive and not on 
my home computer or any portable devices.  
 
I will only capture confidential information about participants on their consent forms 
and will not record any personal information about participants on the audio-
recording only a coded name. Any information which may identify a CYP, their school 
or parents/carers will not be included in any publications or presentations. Every 
effort to maintain the anonymity and protect the identity of CYP will be made. 
Further, details such as place names may be changed to ensure anonymity if it appears 
that these may aid identification of participants.  
 
My consent form explains how data will be stored and contains a written privacy 
notice. Digital recordings will be deleted as soon as I have an authoritative transcript 
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of the interview or focus group. I will ensure that any analysis of the data which is not 
stored on the U-drive only uses the aliases. Data that includes confidential details 
(including contact details) may be kept for up to 5 years so that, if necessary, I can 
contact participants during my Doctorate. It will be destroyed as soon as my Doctorate 
is awarded. Anonymised data may be stored indefinitely.  
 
Data will be kept confidential unless for some reason I am required to produce it by 
law or something in the interview causes me concern about potential harm to 
participants. In the case of the latter, I will first discuss with my supervisor what, if 
any, further action to take.  
 
If I am able to secure funding to have interviews transcribed then I will brief the 
transcriber on the need to remove any identifying details and will explain to the 
transcriber what I mean by this (for example, names of participants).  
 
DECLARATION OF INTERESTS 
I have no conflicts of interest in this research. 
 
USER ENGAGEMENT AND FEEDBACK 
In session 4 of phase 1, I will ask the children to look at their pictures and drawings 
and ask if there is anything they would like to change. For example removing a 
photograph, changing parts of the drawing, or telling me a different perspective on 
their experience. I will give children a copy of their photographs and drawings that 
they can keep after the final session.  
 
A summary of key findings will be prepared for parents of participants and teachers 
once the research is concluded.  
 
INFORMATION SHEET 
Information sheet for participants’ parents / guardians 
An exploration of the educational experiences of children who have experienced 
domestic violence 
 
Details of Project 
This project is about what children think about school and learning. The first aim of 
the project is to explore the lived experience of children in school who have 
experienced domestic violence. The second aim of the research is to explore how the 
information can support teachers working with children in the classroom. The 
researcher is a student at The University of Exeter studying Educational Psychology 
who is researching how children experience school.  
 
The research will involve children meeting with the researcher (Sarah Chestnutt) four 
times in school. In the first session Sarah will meet with you and your son/daughter 
to talk about the research and what will happen. In the second session Sarah will meet 
with your child and ask them to draw a picture of their school. Sarah will ask your child 
some questions about the picture for example, “I wonder why you have drawn your 
school really small” or “Can you tell me why you drew this”, this session will be audio-
recorded on a Dictaphone. In the second session Sarah will ask your child “Show me 
around your school. Let’s take some photographs. You choose what to take 
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photographs of.” Sarah will ask your child about the photographs, this will be audio-
recorded on a Dictaphone. In the fourth session Sarah will give your child a copy of 
their photographs and pictures and talk to them about it, this will be audio-recorded. 
Your son/daughter will be able to take the photographs and pictures home with them 
if they would like. 
 
Your child will not be asked to talk about any domestic violence that they have 
experienced. If your child does not answer any questions s/he will not be interrogated 
on why they do not want to answer. Your child’s participation in the research is 
entirely voluntary and you or they can refuse to take part if they wish. If your child 
does take part in the research, they can stop at any time by telling the researcher 
directly, talking to their teacher or you as their parent. You can withdraw your child 
from the study at any time. 
 
Data Protection Notice 
The information you provide will be used for research purposes and your personal 
data will be processed in accordance with current data protection legislation and the 
University's notification lodged at the Information Commissioner's Office. Your 
personal data will be treated in the strictest confidence and will not be disclosed to 
any unauthorised third parties. The results of the research will be published in 
anonymised form. 
 
All data will be anonymised by labelling any information with a codename rather than 
your child’s real name. The key to the coding system and any electronic data will be 
stored on a password protected U-drive that will be accessed only by the researcher 
and the research supervisors. Your consent form will be scanned and saved onto the 
U-drive and then shredded. Any information which may identify a CYP, their school or 
parents/carers will not be included in any publications or presentations. Every effort 
to maintain the anonymity and protect the identity of your child will be made. The 
photographs which your child takes in school will be stored on a password protected 
U-drive which will only be accessed by the researcher and research supervisors, they 
will be deleted when the research is written up. The photographs will not be used in 
any presentations or publications. 
Audio-recorded information will be deleted as soon as it is transcribed. Audio and 
transcribed data will be held and used on an anonymous basis, with no mention of 
your child’s name. Any personal and contact details will be stored separately from the 
transcript information and may be retained for up to 5 years. Third parties will not be 
allowed access to interview tapes and transcripts except as required by law or in the 
event that something disclosed during the interview causes concerns about possible 
harm to you or to someone else.  
The research will form part of the researcher’s thesis which is completed as part of 
the Professional Doctorate in Educational Psychology. The information may also be 
presented at conferences or used as part of training, and may be written up for journal 
articles. No identifying information such as name or school will be used. 
 
Support Services 
NDADA (North Devon Against Domestic Abuse): Online www.ndada.co.uk; Telephone 
01271 321 946 
SPLITZ: Online www.splitz.org/devon.html; Telephone 0345 155 1074 
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Samaritans: Online www.samaritans.org; Telephone 116 123; Email 
jo@samaritans.org 
 
Contact Details 
For further information about the research please contact: 
Name:  Sarah Chestnutt (Trainee Educational Psychologist)   
Postal address: Haighton, Educational Psychology, St Luke’s campus, The University of 
Exeter  
Email:  sjc247@exeter.ac.uk 
 
If you have concerns/questions about the research you would like to discuss with 
someone else at the University, please contact: 
Research Supervisors 
Dr Andrew Richards: a.j.richards@exeter.ac.uk 
Dr Christopher Boyle: c.boyle2@exeter.ac.uk 
 
Information sheet for children 
 
 
 
 
 
 
 
My name is Sarah and I am doing a mapping project 
in your school. If you would like to take part, we will 
do some drawings of your school. Then, we will 
take some photographs in your school. You can 
choose what to draw and what to take photographs 
of in your school. I will meet with you four times. 
We will talk about your school and your class. At the 
end of the project you will get a book with your 
drawings and photographs to take home with you. 
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You can stop doing the project at any time, just talk 
to Sarah, your teacher or your parent. 
 
Information form for teachers 
 
An exploration of the educational experiences of children who have experienced 
domestic violence 
                                                                                                                                                  
Details of Project 
This project is about what children think about school and learning. The first aim of 
the project is to explore the lived experience of children in school who have 
experienced domestic violence. The second aim of the research is to explore how the 
information can support teachers working with children in the classroom. The 
researcher is a student at The University of Exeter studying Educational Psychology 
who is researching how children experience school.  
 
The first part of the research will be an exploration of the educational experiences of 
children who have experienced domestic violence, through working directly with 
children. The second part of the research, which we invite you to participate in, is an 
exploration of teacher perspectives on the educational experiences of children 
exposed to domestic violence. 
 
The study will involve meeting with a group of teachers from your educational setting 
on two separate occasions. Each session will be approximately 90 minutes in length. 
The first session will use an approach known as Soft Systems Methodology. Soft 
systems methodology (SSM) is an organisational problem solving approach which 
takes real world problems and aims to empower participants to develop their own 
solutions. The aim of SSM is to encourage real change to occur that is systematically 
desirable and culturally feasible (Checkland, 1989).  
 
The Researcher (Sarah Chestnutt) will provide you with information about the 
approach at the beginning of the first session. Following a brief introduction to the 
approach, you will talk to other teachers from your school and the researcher about 
your own experiences of teaching children who have experienced domestic violence, 
or if you have not experienced this then how you think you might teach a child who 
has experienced domestic violence. There will also be a creative task to complete as 
a group which involves drawing. Then you will talk as a group about possible actions 
that you could take in the classroom to support children who have experienced 
domestic violence.  
 
The second session will involve meeting again as a group. In this session you will be 
asked to revisit the work completed in the first session and you will look at themes 
from study 1 about children’s perspectives of education. The researcher will facilitate 
a focus group where you will have the opportunity to discuss the views that children 
expressed in study 1 and implications for teaching practice in your school. Both 
sessions will be audio-recorded using a Dictaphone. 
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We anticipate from taking part in the research that you will be able to experience a 
new method of problem solving which can be used in the future, develop 
communication and teamwork skills and gain insight into the experiences of 
education for some children who have lived with domestic violence.  
 
There is a risk that in taking part in the research you may experience unwanted 
thoughts and feelings due to the sensitive nature of the topic. If you do experience 
these thoughts you will be able to discuss these with the researcher (contact details 
below). A list of support services is provided below which offer a free and confidential 
service.   
 
Data protection notice 
The information you provide will be used for research purposes and your personal 
data will be processed in accordance with current data protection legislation and the 
University's notification lodged at the Information Commissioner's Office. Your 
personal data will be treated in the strictest confidence and will not be disclosed to 
any unauthorised third parties. The results of the research will be published in 
anonymised form. 
 
All data will be anonymised by labelling any information with a codename rather than 
real names. The key to the coding system and any electronic data will be stored on a 
password protected U-drive that will be accessed only by the researcher and the 
research supervisors. Your consent form will be scanned and saved onto the U-drive 
and then shredded. Any information which may identify you or your school will not 
be included in any publications or presentations. Every effort to maintain the 
anonymity and protect your identity will be made.  
 
Audio-recorded information will be deleted as soon as it is transcribed. Audio and 
transcribed data will be held and used on an anonymous basis, with no mention of 
your name. Any personal and contact details will be stored separately from the 
transcript information and may be retained for up to 5 years. Third parties will not be 
allowed access to audio-recordings and transcripts except as required by law or in the 
event that something disclosed during the interview causes concerns about possible 
harm to you or to someone else.  
 
You have the right to withdraw from the study at any time without explanation. If you 
wish to withdraw you can contact the researcher directly (contact details below).  
 
The research will form part of the researcher’s thesis which is completed as part of 
the Professional Doctorate in Educational Psychology. The information may also be 
presented at conferences or used as part of training, and may be written up for journal 
articles. No identifying information such as name or school will be used. 
 
Support Services 
NDADA (North Devon Against Domestic Abuse): Online www.ndada.co.uk; Telephone 
01271 321 946 
SPLITZ: Online www.splitz.org/devon.html; Telephone 0345 155 1074 
Samaritans: Online www.samaritans.org; Telephone 116 123; Email 
jo@samaritans.org 
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Contact Details 
For further information about the research please contact: 
Name:  Sarah Chestnutt (Trainee Educational Psychologist)   
Postal address: Haighton, Educational Psychology, St Luke’s campus, The University of 
Exeter  
Email:  sjc247@exeter.ac.uk 
 
If you have concerns/questions about the research you would like to discuss with 
someone else at the University, please contact: 
Research Supervisors 
Dr Andrew Richards: a.j.richards@exeter.ac.uk 
Dr Christopher Boyle: c.boyle2@exeter.ac.uk 
 
 
CONSENT FORM 
Consent form for participants’ parents / guardians 
Consent 
I have been fully informed about the aims and purposes of the project. 
I understand that: 
 
• there is no compulsion for my child to participate in this research project and, 
if they do choose to participate, they may at any stage withdraw their 
participation; 
• I have the right to refuse permission for the publication of any information 
about my child; 
• any information which my child gives will be used solely for the purposes of 
this research project, which may include publications or academic conference 
or seminar presentations; 
• if applicable, the information, which my child gives, may be shared between 
any of the researchers participating in this project in an anonymised form; 
• my child will be audio-recorded which will be confidential and this will be 
deleted as soon as it is transcribed; 
• photographs which my child takes in school will be confidential and will be 
deleted after the research is completed. 
• all information my child gives will be treated as confidential; 
• the researcher will make every effort to preserve my child’s anonymity. 
 
 
 
............................………………..   ............................……………………….. 
(Signature of parent / guardian)   (Date) 
 
………………………………….……..…..  ……………………………………………..…….. 
(Printed name of parent / guardian)  (Printed name of participant) 
 
 
………………………………………….……  ...................................……………….. 
(Printed name of researcher)   (Signature of researcher) 
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One copy of this form will be kept by the participants’ parent or guardian; a second 
copy will be kept by the researcher. 
Your contact details are kept separately from your interview data. 
 
Consent form for children 
I want to do the school mapping project as long as 
you: don’t tell anyone my name; don’t tell anyone 
where I go to school or live; don’t force me to 
answer questions I don’t want to answer; and allow 
me to stop when I choose. 
 
 
Name: ……………………………………….. 
 
 
Consent form for teachers 
Consent 
I have been fully informed about the aims and purposes of the project. 
I understand that: 
 
• there is no compulsion for me to participate in this research project and, if I 
do choose to participate, I may withdraw at any stage; 
• I have the right to refuse permission for the publication of any information 
about me; 
• any information which I give will be used solely for the purposes of this 
research project, which may include publications or academic conference or 
seminar presentations; 
• If applicable, the information, which I give, may be shared between any of the 
other researchers participating in this project in an anonymised form; 
• I will be audio-recorded which will be confidential and this will be deleted as 
soon as the information is transcribed; 
• all information I give will be treated as confidential; 
• the researcher will make every effort to preserve my anonymity. 
 
 
 
............................……………..……..   ............................……………..……..
  
(Signature of participant)    (Date) 
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…………………………………………………    
(Printed name of participant)  
 
 
............................………………..    ............................……………….. 
(Signature of researcher)    (Printed name of researcher) 
 
One copy of this form will be kept by the participant; a second copy will be kept by 
the researcher(s). 
Your contact details are kept separately from your interview data. 
 
 
SUBMISSION PROCEDURE 
 
Staff and students should follow the procedure below. 
 
Post Graduate Taught Students (Graduate School of Education): Please submit your completed 
application to your first supervisor. Please see the submission flowchart for further information 
on the process. 
 
All other students should discuss their application with their supervisor(s) / dissertation tutor / 
tutor and gain their approval prior to submission. Students should submit evidence of approval 
with their application, e.g. a copy of the supervisors email approval. 
 
All staff should submit their application to the appropriate email address below. 
 
This application form and examples of your consent form, information sheet and translations of 
any documents which are not written in English should be submitted by email to the SSIS Ethics 
Secretary via one of the following email addresses: 
 
ssis-ethics@exeter.ac.uk    This email should be used by staff and students in Egenis, the Institute 
for Arab and Islamic Studies, Law, Politics, the Strategy & Security Institute, and Sociology, 
Philosophy, Anthropology. 
 
ssis-gseethics@exeter.ac.uk    This email should be used by staff and students in the Graduate 
School of Education. 
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Appendix D: Parent/Carer Information and Consent form 
 
 
 
 
An exploration of the educational experiences of children who have experienced 
domestic violence 
 
Details of Project 
This project is about what children think about school and learning. The first aim of the 
project is to explore the lived experience of children in school who have experienced 
domestic violence. The second aim of the research is to explore how the information 
can support teachers working with children in the classroom. The researcher is a 
student at The University of Exeter studying Educational Psychology who is researching 
how children experience school.  
 
The research will involve children meeting with the researcher (Sarah Chestnutt) four 
times in school. In the first session Sarah will meet with you and your son/daughter to 
talk about the research and what will happen. In the second session Sarah will meet 
with your child and ask them to draw a picture of their school. Sarah will ask your child 
some questions about the picture for example, “I wonder why you have drawn your 
school really small” or “Can you tell me why you drew this”, this session will be audio-
recorded on a Dictaphone. In the second session Sarah will ask your child “Show me 
around your school. Let’s take some photographs. You choose what to take 
photographs of.” Sarah will ask your child about the photographs, this will be audio-
recorded on a Dictaphone. In the fourth session Sarah will give your child a copy of 
their photographs and pictures and talk to them about it, this will be audio-recorded. 
Your son/daughter will be able to take the photographs and pictures home with them 
if they would like. 
 
Your child will not be asked to talk about any domestic violence that they have 
experienced. If your child does not answer any questions s/he will not be interrogated 
on why they do not want to answer. Your child’s participation in the research is 
entirely voluntary and you or they can refuse to take part if they wish. If your child 
does take part in the research, they can stop at any time by telling the researcher 
directly, talking to their teacher or you as their parent. You can withdraw your child 
from the study at any time. 
 
Data Protection Notice 
The information you provide will be used for research purposes and your personal data 
will be processed in accordance with current data protection legislation and the 
University's notification lodged at the Information Commissioner's Office. Your 
personal data will be treated in the strictest confidence and will not be disclosed to 
any unauthorised third parties. The results of the research will be published in 
anonymised form. 
 
All data will be anonymised by labelling any information with a codename rather than 
your child’s real name. The key to the coding system and any electronic data will be 
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stored on a password protected U-drive that will be accessed only by the researcher 
and the research supervisors. Your consent form will be scanned and saved onto the 
U-drive and then shredded. Any information which may identify a child, their school or 
parents/carers will not be included in any publications or presentations. Every effort to 
maintain the anonymity and protect the identity of your child will be made. The 
photographs which your child takes in school will be stored on a password protected 
U-drive which will only be accessed by the researcher and research supervisors, they 
will be deleted when the research is written up. The photographs will not be used in 
any presentations or publications. 
Audio-recorded information will be deleted as soon as it is transcribed. Audio and 
transcribed data will be held and used on an anonymous basis, with no mention of 
your child’s name. Any personal and contact details will be stored separately from the 
transcript information and may be retained for up to 5 years. Third parties will not be 
allowed access to interview tapes and transcripts except as required by law or in the 
event that something disclosed during the interview causes concerns about possible 
harm to you or to someone else.  
The research will form part of the researcher’s thesis which is completed as part of the 
Professional Doctorate in Educational Psychology. The information may also be 
presented at conferences or used as part of training, and may be written up for journal 
articles. No identifying information such as name or school will be used. 
 
Support Services 
NDADA (North Devon Against Domestic Abuse): Online www.ndada.co.uk; Telephone 
01271 321 946 
SPLITZ: Online www.splitz.org/devon.html; Telephone 0345 155 1074 
Samaritans: Online www.samaritans.org; Telephone 116 123; Email jo@samaritans.org 
 
Contact Details 
For further information about the research please contact: 
Name:  Sarah Chestnutt (Trainee Educational Psychologist)   
Postal address: Haighton, Educational Psychology, St Luke’s campus, The University of 
Exeter  
Email:  sjc247@exeter.ac.uk 
 
If you have concerns/questions about the research you would like to discuss with 
someone else at the University, please contact: 
Research Supervisors 
Dr Andrew Richards: a.j.richards@exeter.ac.uk 
Dr Christopher Boyle: c.boyle2@exeter.ac.uk 
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Consent form for participants’ parents / guardians 
 
Consent 
I have been fully informed about the aims and purposes of the project. 
I understand that: 
 
• there is no compulsion for my child to participate in this research 
project and, if they do choose to participate, they may at any stage 
withdraw their participation; 
• I have the right to refuse permission for the publication of any 
information about my child; 
• any information which my child gives will be used solely for the 
purposes of this research project, which may include publications or 
academic conference or seminar presentations; 
• if applicable, the information, which my child gives, may be shared 
between any of the researchers participating in this project in an 
anonymised form; 
• my child will be audio-recorded which will be confidential and this will 
be deleted as soon as it is transcribed; 
• photographs which my child takes in school will be confidential and will 
be deleted after the research is completed; 
• all information my child gives will be treated as confidential; 
• the researcher will make every effort to preserve my child’s anonymity. 
 
 
 
............................………………..   ............................……………………….. 
(Signature of parent / guardian)  (Date) 
 
………………………………….……..…..  ……………………………………………..…….. 
(Printed name of parent / guardian)  (Printed name of participant) 
 
 
………………………………………….……  ...................................……………….. 
(Printed name of researcher)   (Signature of researcher) 
 
 
 
 
One copy of this form will be kept by the participants’ parent or guardian; a second 
copy will be kept by the researcher. 
 
Your contact details are kept separately from your interview data. 
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Appendix E: Child Information and Consent form 
 
 
 
 
 
 
 
 
 
 
My name is Sarah and I am doing a mapping project 
in your school. If you would like to take part, we will 
do some drawings of your school. Then, we will take 
some photographs in your school. You can choose 
what to draw and what to take photographs of in 
your school. I will meet with you four times. We will 
talk about your school and your class. At the end of 
the project you will get a book with your drawings 
and photographs to take home with you. You can 
stop doing the project at any time, just talk to 
Sarah, your teacher or your parent. 
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I want to do the school mapping project as long as 
you: don’t tell anyone my name; don’t tell anyone 
where I go to school or live; don’t force me to 
answer questions I don’t want to answer; and allow 
me to stop when I choose. 
 
 
Name: ……………………………………….. 
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Appendix F: Sample Transcript with Notes 
Harry sample transcript session 3 with initial notes (pages 1-3) 
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Appendix G: Sample Transcript with Emergent Themes 
Harry sample transcript session 3 with emergent themes (nodes) (pages 1-3) 
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Appendix H: Table of Case Themes 
Tables showing number of quotes within each theme for children 
 
Jack nodes Number of quotes George nodes Number of quotes 
Animals 3 About self 14 
Aspirations  3 Adults 2 
Assembly hall 6 Alone 1 
Believing adults 3 Animals 3 
Big space 7 Assembly hall 5 
Books 4 Believing adults 1 
Boundaries 19 Books  4 
Broken 5 Broken 1 
Central place 2 Central place 5 
Change 13 Change 1 
Children’s stories 9 Children’s stories 1 
Classroom 23 Classroom 16 
Clubs 4 Clubs 1 
Colour 19 Colour 4 
Competition  2 Danger 6 
Detailed 10 Detailed  9 
Emotions 7 Doors 5 
Equipment 12 Eating 2 
Field 12 Emotions 3 
Film 1 Equipment 4 
Foundation 13 Escape 8 
Friends 10 Field 4 
Gender 1 Foundation 1 
ICT 4 Friends 11 
Interests 3 Fun 1 
Journey 20 Good ideas in 
school 
2 
Key staff 29 ICT 9 
Learning  7 Interests 8 
Lunch and break 
time 
1 Learning 4 
Memories 15 Learning as fun 3 
Methodological 
approach 
13 Library  6 
Not allowed  7 Lunch/break 6 
Outdoors 19 Memories 14 
Own skills 2 Mistake 2 
Ownership 7 Not allowed 3 
Parents 1 Old school/place 8 
Pastoral support  8 Older children 4 
Pathways  20 Outdoors 7 
Play 34 Own skills 10 
Pleasing the 
researcher 
1 Ownership 10 
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Practical facilities 14 Parents 6 
Practical problems 1 Pathways 9 
Pride 7 PE 3 
Safety 10 Peers 9 
Safe space 8 Play 16 
Sharing knowledge 3 Practical facilities 2 
Siblings  10 Practical problems 9 
Small group work 1 Pride 7 
The same 6 Role in school 1 
Whole picture 14 Routines 7 
Time 6 Safe 4 
  Safe space 7 
  Self-correction 2 
  Sharing knowledge 8 
  Siblings  3 
  Space 2 
  Student work 2 
  Teacher  1 
  Tests 1 
  The same 1 
  Transition 4 
  Transport 1 
  Unknown 9 
 
 
Jessica nodes Number of quotes Oliver nodes Number of quotes 
About self 5 About self 7 
Animals 3 Alone  1 
Art 2 Animals 3 
Assembly Hall 3 Aspirations 1 
Being good 1 Assembly hall 3 
Big space 4 Being good 2 
Books 4 Believing adults 1 
Boundaries 9 Big space 4 
Broken 1 Books 3 
Central place 4 Boundaries  5 
Change  5 Central place 1 
Checking 1 Change  6 
Children’s stories 3 Children’s stories 5 
Classroom 12 Classroom 2 
Colour 12 Clubs  10 
Creative  2 Colour 10 
Detailed 6 Winning 2 
Difference  4 Creative  5 
Doors 6 Detailed  1 
Emotions 3 Eating  2 
Entrance 4 Emotion 1 
Equipment 3 Entrance 4 
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Field 4 Escape  2 
Friends 11 Family 3 
Fun 8 Field 6 
ICT 1 Foundation 1 
Inclusion 4 Friends 14 
Interests 8 Fun 3 
Journey 6 Gender 2 
Learning 1 ICT 3 
Learning as fun 6 Interests 17 
Library  6 Learning 5 
Loss 4 Memories 7 
Lunch/break 3 Methodological  1 
Memories 11 Mistake 5 
Methodological 
approach 
1 Nature 2 
Mistakes 3 Not allowed 4 
Music 1 Not wasting 2 
Nature 9 Office 2 
Not allowed 7 Old class 5 
Not wasting 1 Old school/place 1 
Old class 8 Older children 1 
Old school/place 1 Outdoors 8 
Older children 1 Own skills 1 
Outdoors 3 Ownership 8 
Own skills 2 Parents 2 
Ownership 7 Part of picture 2 
Parents 2 Pastoral support 10 
Part of the picture 4 Pathways 2 
Pastoral support 3 PE 2 
PE 3 Peers 3 
Peers 11 Play 16 
Play 19 Practical facilities 1 
Practical facilities  1 Practical problems 9 
Practical problems 4 Pride 5 
Pride 5 Routines 3 
Responsibility 4 Safe 2 
Role in school 4 Safe space 8 
Routines 4 Security 3 
Safe 6 Sharing knowledge 1 
Safe place 7 Siblings 4 
Sharing knowledge 1 Space 1 
Siblings 3 Starting school 1 
Student work 2 Targeted support 3 
Teacher 10 Teacher 10 
Tests 2 Project 5 
The same 1 The same 1 
Whole picture 2 Whole picture 2 
Time  6 Time 11 
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Transition  4 Unknown 6 
Unknown 1 Younger year group 3 
View 7   
Younger year group 6   
 
 
 
 
Ella nodes Number of quotes Harry nodes Number of quotes 
About self 4 About self 4 
Adults 2 Adults 4 
Animals 6 Animals 7 
Art 15 Aspirations 1 
Books 3 Assembly hall 1 
Boundaries 7 Big space 4 
Careful 2 Boundaries 3 
Change 1 Broken 4 
Checking 1 Careful 1 
Children’s stories 2 Change 2 
Classroom  7 Checking 1 
Colour 27 Children’s stories 3 
Creative 3 Classroom 7 
Danger 1 Colour 24 
Detailed 3 Creative 3 
Difference 5 Danger 3 
Division 2 Difference 3 
Eating 2 Emotions 2 
Entrance 2 Entrance 4 
Equipment 6 Equipment 1 
Family 2 Finding out 7 
Field 1 Friends 2 
Finding out 7 Fun 5 
Foundation 14 Interests 2 
Friends 3 Learning 3 
Interests 3 Learning as fun 4 
Journey 3 Library 1 
Learning 2 Lunch/break time 1 
Learning as fun 4 Memories 4 
Library 4 Methodical app 1 
Break/lunch 2 Mistake 11 
Memories 8 Music 3 
Mistake 6 Nature 9 
Music 1 Not allowed 6 
Nature 18 Old class 1 
Not allowed 3 Old school/place 2 
Not wasting 6 Older children 2 
Old class 1 Outdoors 8 
Old school/place 2 Ownership 4 
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Older children 4 Parents 1 
Outdoors 8 Pathways 3 
Own skills 2 Peers 3 
Ownership 7 Play 20 
Parents 2 Practical problems 10 
Part of pic 3 Responsibility 1 
Peers 18 Safe 8 
Play 30 Safe space 1 
Practical problems 16 Sharing knowledge 4 
Pride 2 Siblings 6 
Responsibility 2 Starting school 1 
Routines 1 Teacher 1 
Safe 11 Project 7 
Safe space 2 The whole pic 2 
Sibling 4 Time 13 
Starting school 1 Toys 1 
Student work 10 Unknown 3 
Teacher 2 View 1 
Project 10 Younger year group 12 
Whole picture 2   
Time 9   
Toys 10   
Younger year group 15   
 
 
 
 
Mia nodes Number of quotes Emily nodes Number of quotes 
About self 10 Adults 1 
Adults 2 Animals 3 
Animals 14 Art 3 
Art 2 Aspirations 2 
Aspirations 3 Assembly hall 2 
Big space 3 Big space 3 
Boundaries 1 Careful 3 
Broken 2 Change 2 
Central place 1 Checking 2 
Change 2 Classroom 9 
Checking  3 Clubs 3 
Classroom 16 Colour 10 
Clubs 10 Winning 4 
Colour  33 Division 1 
Competition 1 Eating 4 
Creative 1 Emotions 1 
Detailed 4 Equipment 3 
Division 2 Family 3 
Eating 3 Field 3 
Emotions 1 Foundation 9 
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Entrance 1 Friends 1 
Equipment 9 Fun 4 
Family 1 Gender 2 
Field 1 Inclusion 1 
Finding out 3 Interests 4 
Foundation 7 Learning 7 
Friends 3 Learning as fun 3 
Fun 1 Break and lunch 2 
Interests 8 Memories 3 
Learning 5 Methodological app 1 
Learning as fun 1 Music 3 
Lunch/break 2 Nature 3 
Memories 5  Not allowed 5 
Mistake 7 Older children 4 
Music 1 Outdoors 4 
Nature 16 Own skills 2 
Not allowed 3 Ownership 13 
Old class 1 Parents 1 
Older children 2 Pastoral support 3 
Outdoors 9 Pathways 1 
Own skills 8 PE 10 
Ownership 13 Peers 14 
Parents 9 Play 17 
Part of the pic 1 Practical problems 4 
Pastoral support 2 Pride 9 
Pathways 10 Responsibility 4 
PE 3 Role in school 4 
Peers 11 Safe 1 
Play 27 Sharing knowledge 1 
Practical problems 13 Siblings 4 
Pride 7 Student work 6 
Responsibility 1 Targeted support 5 
Routine 4 Teacher 5 
Safe 7 Tests 1 
Safe space 2 Project 2 
Sharing knowledge 3 The same 2 
Siblings 3 Whole picture 1 
Space 2 Transition 2 
Student work 2 View 1 
Targeted support 1 Younger year group 4 
Teacher 9   
Project 2   
The same 2   
The whole pic 1   
Time 5   
Toys 1   
Transition 4   
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Unknown 1   
Younger year group 2   
 
 
Lily nodes Number of quotes  Overall list of 
nodes 
Total number of 
quotes 
About self 2 About self 46 
Adults 4 Adults 15 
Animals 2 Alone 2 
Art 4 Animals 44 
Assembly hall 5 Art 26 
Being good 1 Aspirations 10 
Believing adults 1 Assembly hall 25 
Big space 18 Being good 4 
Books  2 Believing adults 6 
Boundaries 5 Big space 41 
Central place 1 Books 20 
Classroom 15 Boundaries  64 
Clubs 3 Broken 13 
Colour 1 Careful 6 
Creative 1 Central place 14 
Detailed 3 Change  32 
Difference 2 Checking 8 
Division  3 Children’s stories 23 
Eating 3 Classroom 104 
Emotions 3 Clubs  30 
Entrance 3 Colour 140 
Equipment 5 Competition 3 
Field 8 Creative  15 
Friends 7 Danger 10 
Fun 2 Detailed 36 
Gender 6 Difference 14 
ICT 1 Division 8 
Interests 1 Eating  16 
Journey 5 Emotions 21 
Learning 3 Entrance 18 
Learning as fun 3 Equipment 43 
Library 4 Escape  10 
Lunch and break 8 Family 9 
Memories 5 Field 39 
Mistake 1 Finding out 17 
Nature 8 Foundation 45 
Not allowed 9 Friends 62 
Office 3 Fun 24 
Old class 4 Gender 11 
Ownership 18 ICT 15 
Pastoral support 6 Interests 53 
Pathways 2 Key staff 29 
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PE 3 Learning 36 
Peers 12 Learning as fun 24 
Play 12 Library 21 
Practical facilities 8 Loss 5 
Practical problems 1 Lunch and break 25 
Pride 4 Memories 72 
Responsibility 2 Methodological 
approach 
17 
Role in school 2 Mistakes 35 
Routines 1 Music 9 
Safe 12 Nature 65 
Safe space 9 Not allowed 42 
Starting school 2 Not wasting 9 
Student work 3 Office 5 
Targeted support 4 Old class 20 
Teacher 9 Old school/place 14 
Tests 1 Older children 18 
The same 2 Outdoors 75 
Whole picture 1 Own skills 27 
Time 1 Ownership 87 
Transition 2 Parents 24 
Unknown 1 Part of picture 9 
Younger year group 11 Pastoral support 32 
  Pathways 47 
  PE 23 
  Peers 81 
  Play 192 
  Practical facilities 26 
  Practical problems 67 
  Pride 46 
  Responsibility  14 
  Role in school 11 
  Routines 20 
  Safe 63 
  Safe space 44 
  Security 3 
  Sharing knowledge 21 
  Siblings 37 
  Space 5 
  Starting school 5 
  Student work 25 
  Targeted support 13 
  Teachers 47 
  Tests 6 
  The project 25 
  The same 15 
  Time 38 
  Toys 12 
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  Transition 16 
  Unknown 21 
  Whole picture 26 
  Winning 9 
  Younger year group 53 
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Appendix I: Children’s Profiles 
 
    
 
 
 
 
 
 
Jack profile 
 
Jack had a strong sense of boundaries around the school such as gates, fences and “spikes”. 
Making things safe because they were broken or being in an enclosed space also seemed 
important. For example, being in the summerhouse, the red or black tent, the playhouse or 
base camp. At times Jack showed an awareness of emotional literacy, but often talked about 
it for other people rather than himself. 
 
There was a sense of nostalgia that things had changed since Jack was at the school in 
foundation. Newness was seen as “interesting” and I felt this meant something which Jack 
was unsure of and of how he would link his past experiences to the present and future 
situation. 
 
He took quite a methodical approach using specific measurements and using shape 
terminology. Pathways and walking around, as well as seeing the whole picture, were pitted 
throughout our sessions. I had a sense that Jack felt being in school and perhaps his education 
was a journey. Physically journeying around the school reminded him of memories. There was 
more looking back than looking forward although a few times Jack talked about his 
aspirations.  
 
Play and the outdoors featured highly in Jack’s sessions. He felt that the playground was the 
main place and he wanted to take a picture of the field to capture how enjoyable the school 
was. 
 
Jack talked about his siblings often and told me which classrooms they were in. Relationships 
with adults in school featured prominently for Jack. He knew many of the staff by name and 
talked about knowing facts about them or shared stories that he had. He also talked about 
relationships with peers but only a few times referred to them as ‘friends’.  
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George profile 
 
Throughout the sessions, there was a sense that George wanted to share his memories and 
experiences. He talked about events that had happened in the past, and these were often 
triggered by visually seeing a place or person during the walking interview, or when drawing 
places on the map.  
 
It seemed for George that, being relatively new to this school, he was attempting to link the 
past, his old school, with the present, his new school. He talked about positive and negative 
experiences from his old and new school. This is linked as well to talking about the 
‘unknown’, not being sure where doors lead.  
 
George shared many stories with me about things that had happened to him, and he also 
shared information about himself. This was seen incorporated throughout the sessions, 
often telling me stories in detail about specific events or about his character.  
 
Friends were mentioned frequently in George’s stories and memories, as well as his peers, 
both positive experiences and as negative where peers were seen as not following the rules. 
Play also appeared significantly in George’s sessions but at once he mentioned that he 
preferred learning to playtimes. There were some other inconsistencies in what George said 
which may be being unsure of how he feels about certain things.  
 
George appeared keen to share his knowledge with me, typically about animals or insects. 
These were linked to his interests in nature. I noticed that there was an element of danger 
within most of these stories. For example, snakes attacking, spiders biting, lion’s hunting 
prey. However, in these stories he portrayed himself as not being frightened and almost 
being invincible.  
 
Indeed, I wondered if telling those stories held a therapeutic element for George. Another 
example with a clear hero is when George told me about the story of Theseus and the 
minotaur.  
 
There were many corridors, pathways and doors in George’s map drawing. I felt that the 
corridors were drawn a little like snakes, one of his interests. This is perhaps linked to the 
idea of escape, but also of being safe. 
 
George talked about spaces of being away from the crowd, hiding behind trees or in the 
library, or at the top of the playground, which I perceived to be spaces of comfort and 
safety.  
 
 
Jessica il  
 
 Jessica used lf-talk to check back on what sh  ad done and plan 
what she would do next. She se med to ve  clear i ea of wha  she want d to create for 
he map and the photographs, p rha s having plann d it in advance. Use of positive self-
r ise a d encouragement out loud seemed to help keep her confidence up to finish the task 
in a way that she wanted it to be done. 
 
There was a clear sense of pride which Jessica had about her school. She told me about being 
part of th  chool from an early age right up to her final year. Jessica was keen to share with 
me what she thought about  school, in particular things that represented the school like a 
tiled mosaic. Friendship and learning were felt to be the most important things about her 
school. 
 
Fri dships appeared often during the sessions, but never included ny names or details 
about those friendships. She enjoyed playing outdoors and shared memories with me about 
these tim s. A f w times J ssica discuss d the importance of inclusion and coming together 
despite differ nc  in s hool, which were hig lighted with colour to illus rate this. 
 
Jessica seemed to have a perception of what it meant to be “good” in chool including being 
hard working, followi g the rules and having responsib lity. Jessica seemed to see herself as 
wanting to follow the rules and not upset the adults in school. Many objects or places were 
seen as “not allow d”. Je sica talked a f w times abou  other children in the school being 
“naughty” or ot taking responsib lity, and not being happy that other peopl  did not follow 
the rules. 
 
Jessica showed pride in the roles she held in school, such as being a librarian and a school 
mediator. This links to wanting to keep the rules and set a good example to others. Jessica 
saw most learning as fun and enjoyed both academic and informal approaches to education. 
 
One of Jessica’s focuses for the map was an old classroom which she had been in. She spoke 
about different memories from that time and I wondered if a specific event had happened at 
t at tim  in order t  have these specific memories. Mainly rel tionships with teachers were 
entral to J ssica’s narra iv  and I had a sense that she valued adult relatio ships but also 
wanted to try hard to please them by doing her best.  
Linked to m mories were Jessica’s reflections about transition, moving on to s condary school 
and changes tha  had or would happen in the near future. It is understandable then that 
Jessica talked about and showed me places where she enjoyed in school. These places I felt 
were safe spaces within school, places that she felt were quiet, with less people, such as the 
library, canopy area and woods. There were clear boundaries marked around the school which 
Jessica explained to me, noting the entrances and exits to the building and the grounds. 
Perhaps this is linked to a sense of being safe and secure in school. 
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Oliver profile 
 
Oliver shared a considerable amount of information about himself and his interests. He talked 
at times about his family. It seemed that Oliver felt he had a clear identity within school and 
also that he had an identity that was linked with being part of his school. Being creative using 
colour and detail was used to illustrate his interests. 
 
Clubs in school were included in the sessions and discussed in a positive manner. The clubs 
were often linked with positive relationships with adults or peers. From Oliver’s tone and 
stories during these times it seemed that these clubs had a pastoral aspect of support for him, 
a safe and structured space that he could be himself. Oliver spoke about a number of special 
places that he had in school, and I understood that these were spaces that he could be himself 
and have fun. Some spaces were real and others were imagined.  
 
Oliver shared a variety of memories with me. These were typically related to events that had 
happened in previous year groups within the school, but also some memories from outside 
school as well. Alongside these memories there was a sense that Oliver felt sad about changes 
that had happened. He made distinctions between how things used to be and how they were 
different now. He also talked about how particular things changed routinely, such as teachers 
and classrooms. It seemed important for Oliver that things stayed the same.  
 
There was talk about friends throughout the sessions with Oliver. He told me stories about his 
friends and also took a picture of his group of friends. He especially enjoyed playing outside. 
Relationships with adults in school were highlighted, as both positive and listening to his voice, 
and more negative, not feeling heard and “bad”.  
 
Oliver told me a range of different stories. He had a vivid imagination and at times his stories 
seemed exaggerated, and I was unsure of his distinction between reality and fantasy. Some 
of these stories were attributed to other children and others to adults in school.  
 
Oliver frequently talked about, drew or photographed boundaries within school. He explicitly 
discussed wanting to escape school and knowing various ways to do so. Also, there was a 
sense that he had a mistrust of adults in school, and that he felt adults were too much in 
control. It seemed he wanted to be in control and independent. He did not appear to 
recognise that adults and rules in school might be there to keep him safe.  
 
Oliver told me that the project was fun and he didn’t want it to end. This is perhaps about not 
wanting things to change and also building a relationship within a safe space. 
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Harry profile 
 
Harry was very enthusiastic about taking part in the project. The most frequent phrase which 
he used to describe his experiences was “This is cool” and several extensions of this phrase. 
Harry presented as being quite quick to move between topics. He did not seem to have a clear 
plan in his head about his map or photographs, and yet he had many creative ideas which he 
incorporated in to the sessions. At times when asked Harry was able to explain why he had 
chosen to draw or photograph places. However, there were times when Harry found it difficult 
to explain why he made his choices. 
 
Harry noted at various times that he had not done what he had wanted to and made mistakes. 
He was often quick to dismiss mistakes and turn his idea into a positive and creative 
alternative. He wanted to find out how things worked and was confident in doing so himself.  
 
Harry seemed to have creative ideas and he utilised colour and materials throughout the 
sessions. He explained that colour represented his perception of the school as a joyful place 
where he had lots of fun. Harry also mentioned the increasing workload as he moved through 
the school but acknowledged that education and school were important to his future 
aspirations of getting a good job. 
 
Harry’s map and photographs focused on the outside of the school grounds and buildings. He 
explained that the reason was due to space issues as the school was so big. Harry seemed to 
enjoy the outdoors and nature. He embraced a sense of adventure and did not seem afraid. 
There seemed to be a dichotomy between Harry’s perception of danger and safety. He often 
talked about things which might be scary or dangerous as being fun. Such as drawing a ghost 
on his map to keep the school safe. The unknown was presented as intriguing and fun.  
 
Harry’s focus on the outdoors and nature was presented as being about having fun and 
playing. One of Harry’s other main focuses on the map was a clock tower which was 5 minutes 
slow. I had a sense throughout that Harry felt that he wanted time to stay still or go back to 
his younger years but he also recognised the importance of learning in the present.  
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Mia profile 
 
Mia really enjoyed the art part of the project and told me art was one of her favourite things 
to do. She shared information about herself, her interests and her skills. Mia had a sense of 
the future in terms of moving on from the school to secondary school and having a job when 
she is older.  
 
Mia wanted to use the different resources available and make her drawing and pictures as 
colourful as possible. She tried to incorporate colourful photographs and her and her mum’s 
favourite colour, which was blue. Mia talked about her parents throughout, sharing memories 
about her family.  
 
Mia seemed to have a sense of ownership about her class and I sensed that she felt an active 
part of the school. She talked throughout about being part of several clubs in the school. This 
was linked to having special privileges such as getting to go in the garden or stay indoors when 
it was hot. I also felt that these clubs had a pastoral or therapeutic element for Mia, structured 
and secure spaces where she could express herself and feel safe.  
 
Relationships with adults seemed to be important for Mia. She wanted to take pictures of her 
teachers to remember them and talked positively of her new teacher next year. 
 
Nature and the outdoors featured prominently in Mia’s sessions. In part this seemed to be 
about the abundance of colour in these spaces, as well as having positive memories of being 
in those places. Mia took photographs and talked about animals and insects as well as plants 
throughout. She mentioned “hiding spots” outdoors which I wondered about being safe 
spaces for her which were quiet and out of the way. 
 
Mia was keen to explore the Foundation classes. It may be this was because her brother was 
in this class, or because she had fond memories of her time there. In contrast, Mia noted that 
foundations stage was both the same and different to when she was there. The same being 
safe and predictable, and the changes being unknown and slightly scary. In fact, Mia 
mentioned safety a number of times where this linked to things being “creepy”, dangerous or 
unknown. One of these occasions was a story related to her dad.  
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Emily profile 
 
Emily came to the project seeming quite confident but quiet. Her sessions were shorter than 
the other children’s sessions. Emily seemed to take a pragmatic approach to the project and 
perhaps the length of sessions and short sentences she used were wanting to be as efficient 
as possible but she expressed enjoyment at taking part. 
 
I noticed that Emily was careful in her approach to drawing and photographing. She first drew 
the map lightly in pencil, the shapes appeared to be precise and she used a ‘birds eye view’ 
which is commonly used in more formal mapping approaches. For the photographs Emily 
seemed to have a plan in her head from the beginning of what she wanted to take pictures of 
and moved between the places quickly taking pictures of specific objects and places. I felt this 
reflected that Emily wanted to ‘get it right’ first time, perhaps wanting it to be perfect. This 
may also be a reason for the sessions being relatively short.  
 
Emily illustrated a great sense of pride in her school. She shared achievements which the 
school had made such as in competitions and trophies, as well as what you could do in school 
as a pupil. She showed me display boards of pupil work which she felt showed off the work 
they did in school. There was a sense of ownership about being part of the school such as “my 
school”, “my classroom”, “my teacher” and being part of a wider community by the use of 
“we” and “our”. Emily shared her pride in feeling that she had an important role in school of 
being on the school council. This was linked to a sense that Emily saw herself as a responsible 
pupil who followed the rules, set an example to others and did things right.  
 
Emily, I felt, had a sense of transition to secondary school being soon but not yet. She talked 
about activities which the Year 6s got to take part in, however, did not seem to place herself 
in the position of being in year 6 next year. I had a feeling that Emily saw the photobook as a 
memory for her to remember the school when she moved as she talked about wanting to take 
pictures as memories. 
 
The fun part of school was highlighted by Emily. She said that the most important thing about 
school was the play so that pupils had a break from learning. She talked and drew mostly 
about the outside areas of the school linked to play and PE. Trips in school were also noted as 
being fun and a way to learn. 
 
Emily was keen to explore the Foundation Stage Unit where she began the school. Throughout 
Emily took pictures of or mentioned other children, naming some of them, however, she only 
mentioned the word “friend” on one occasion. Emily took pictures of her two sisters and one 
cousin and felt it was important as a memory.  
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George profile 
 
Throughout the sessions, there was a sense that George wanted to share his memories and 
experiences. He talked about events that had happened in the past, and these were often 
triggered by visually seeing a place or person during the walking interview, or when drawing 
places on the map.  
 
It seemed for George that, being relatively new to the school, he was attempting to link the 
past, his old school, with the present, his new school. He talked about positive and negative 
experiences from his old and new school. This was linked as well to talking about the 
“unknown”, for example, not being sure where doors lead.  
 
George shared many stories with me about things that had happened to him, and he also 
shared information about himself. This was seen incorporated throughout the sessions, often 
telling me stories in detail about specific events or about his character.  
 
Friends were mentioned frequently in George’s stories and memories, as well as his peers, 
both positive experiences and as negative where peers were seen as not following the rules. 
Play also appeared significantly in George’s sessions but he mentioned that he preferred 
learning to playtimes. There were some other inconsistencies in what George said which may 
be being unsure of how he feels about certain things.  
 
George appeared keen to share his knowledge with me, typically about animals or insects. 
These were linked to his interests in nature. I noticed that there was an element of danger 
within most of these stories. For example, snakes attacking, spiders biting and lions hunting 
prey. However, in these stories he portrayed himself as not being frightened and almost being 
invincible.  
 
Indeed, I wondered if telling those stories held a therapeutic element for George. Another 
example with a clear hero is when George told me about the story of Theseus and the 
minotaur.  
 
There were many corridors, pathways and doors in George’s map drawing. I felt that the 
corridors were drawn a little like snakes, one of his interests. This was perhaps linked to the 
idea of escape, but also of being safe. 
 
George talked about spaces of being away from the crowd, hiding behind trees or in the 
library, or at the top of the playground, which I perceived to be spaces of comfort and safety.  
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Ella profile 
 
Ella was one of the youngest children to take part in the project. She presented with lots of 
energy and enthusiasm about the project. In particular because Ella loved art and making. The 
map and photographs included lots of colours and she spoke about wanting her project to be 
different and therefore not boring in doing so. Ella expressed that she did not want the project 
to end and asked many times if it could continue and what we would be doing when we 
finished the photobook. 
 
A main thread within Ella’s sessions was around the younger classes in school. She has recently 
transitioned from the lower part of the school and talked about memories from her time 
there. In particular, Ella saw learning as fun only when it involved play and making things, 
which was prominent in the Lower School. She felt that it was unfair that she had to do hard 
work whilst the younger children got to play all day. 
 
In fact, Ella referenced play many times during the sessions. When she had the opportunity 
Ella also played on the play equipment and with toys before taking a picture. 
 
Ella mentioned other people a number of times which seemed to be in reference to her peers. 
These examples seemed to highlight her own skill, courage or kindness in tasks whilst others 
were not able or scared, however at times these ideas were contradictory. For example, Ella 
talked about the woods often as her favourite area of the woods, however when she took a 
picture there she told me the woods were “creepy”. This was linked to discussion around 
safety and things which were scary or dangerous. 
 
Ella told me about herself and shared some memories which were mostly around play or being 
in Lower School. She told me about a recent film she had watched and I felt that this may have 
had a therapeutic element. The storyline was about some characters who couldn’t control 
their land and didn’t know which way to go. Perhaps Ella felt like she was not in control of her 
life and unsure which way was the best path. This links with mostly talking about looking back 
at memories rather than the current or future in school. 
 
The outdoors and nature were often prominent in Ella’s sessions. Especially insects and 
animals, the woods and colourful flowers. She seemed to love exploration and finding out 
how things worked both outside and inside.  
 
Ella spoke in the map session about not wanting to waste the resources so that other people 
could use them. However, she used lots of resources and wanted to take many pictures. 
Perhaps this was about not wanting the project or sessions to end and wanting to save the 
resources so they would last longer.  
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Appendix J: Sample Subordinate Theme 
Sample of reference quotations within the subordinate theme of ‘adult’ (page 1-3) 
 
Internals\\George data\\George 3 transcription - § 2 references coded [ 1.20% 
Coverage] 
Reference 1 - 0.79% Coverage 
G: Yea, you would go from there all the way around, but normally this line would do 
like whatever Mr ____[PE teacher] says 
S: Is that the PE teacher? 
G: Yea, he sometimes he says skipping, long jump and stuff like that 
Reference 2 - 0.41% Coverage 
G: But he’ll never tell the teacher because he knows that the teacher doesn’t trust him 
or ___[peer] in my class 
Internals\\George data\\George transcription 2 - § 2 references coded [ 1.63% 
Coverage] 
Reference 1 - 1.21% Coverage 
G: Yep. Um, so we go through there, there’s a little room where I’m not sure what 
really happens but you always walk past it to go to library 
S: And can you look inside? 
G: Um well you walk past the rooms there’s year 3, there’s a double door here, the 
library, and most of the time I see this room used for if someone’s bullying someone 
S: Mmhm 
G: The bully will get spoken to 
S: O ok 
G: That’s what the door, that room and the library are used for some times 
Reference 2 - 0.42% Coverage 
G: And then here’s the teachers which is, I would say worse than the bigger one 
S: Is it [laughs] 
 
G: And it’s the teachers’. We have Mr _____ while we’re in 5.2 
Internals\\Jessica data\\Jessica transcription 2 - § 3 references coded [ 3.67% 
Coverage] 
Reference 1 - 1.28% Coverage 
S: OK. Did you go to this school in year 3? 
J: [Laughs] Yea I was in here for 7 years 
S: O yea, sorry I think you told me that last time 
J: Yea 
S: Did you enjoy being in year 3 
J: [Shakes head] 
S: Did you not? 
J: Well I, I, I did but I, cause I had a really, I had a really nice teacher but it was kinda 
strict at the same time 
S: Umhm, O was it? 
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J: Yea 
S: So good but you had to do lots of work? 
J: Yea, um but we always used to get house points for our good work 
S: O that’s good 
Reference 2 - 1.44% Coverage 
J: And then I had another teacher who left, um, which was really nice  
S: Umhm 
J: Um, and he now um does, um, a, think it’s a head teacher job I don’t know 
S: O 
J: Um in Exeter 
S: O does he? 
J: Yea 
S: Wow, that’s a long way to go, or does he live in Exeter? 
J: Um he lives in Exeter now 
S: Yea 
J: Um I think it was almost 2 years ago now 
S: Was it? 
J: Yea 
S: Aw, so it sounds like you miss him cause he was a good teacher 
J: Yea but I, I sometimes see him at football because he supports the same football 
team, team as me 
S: O does he? 
J: Yea 
Reference 3 - 0.94% Coverage 
J: Yea. Yea I can get that done. So one more table. In fact I can do a desk for the 
teacher 
S: Aw that’s good 
J: Because I feel sorry for the teacher if they don’t have a desk 
S: [Laughs] Do most teachers have desks 
J: [Laughs] Yea. But most of them, there are loads of them in our classroom, desks. 
There’s more room around the classroom 
Internals\\Jessica data\\Jessica transcription 3 - § 6 references coded [ 6.54% 
Coverage] 
Reference 1 - 0.55% Coverage 
S: OK [Laughs] Have they come out to do some more PE? 
J: Yea [Both laugh] [teacher asking to have their photo taken] 
S: Are you gonna take a picture 
J: [Laughs] Yea 
Reference 2 - 0.36% Coverage 
S: That’s a good view, OK. Are you taking a picture of people doing PE? 
J: Yea, taking a picture of Miss___ 
Reference 3 - 2.20% Coverage 
J: Yea, um and there’s like a lot of things where we can go on this  
S: Are there? 
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J: Yea 
S: Do you use this quite a lot, the climbing frame? 
J: Every lunchtime 
S: Yea? 
J: We’re not allowed on it at break time cause there’s not very many um teachers out 
at lunch time, cause people are having their lunch 
S: Yea 
J: But they take it in turns so and break times- 
S: OK 
J: Sometimes if, if the teachers are having a good day we’ll go on it 
S: [Laughs], and what’s your favourite part of that climbing frame bit? 
J: The climbing moulds because people, they don’t just barge in front 
S: Do they not? 
J: No 
S: So everybody stands in a line 
J: Yea 
S: So that’s really important. 
Reference 4 - 0.45% Coverage 
J: That’s the staff room 
S: Do you think teachers go in there a lot? 
J: That’s where they have their lunches 
S: Do they? 
J: Well sometimes, yea 
Reference 5 - 0.62% Coverage 
J: That’s what I would have thought, that’s what I thought when I, the first time I came 
into year 3. Cause the first time I had a new teacher and he was really nice and he 
brought us in here 
Reference 6 - 2.35% Coverage 
J: Yea, they put the hedge-they put it there. Uh, I, or, that’s the coffee table from Mr 
___ and cause Mr ____ murdered our coffee table  
S: O dear what did he do to it? 
J: Cause we were doing um, we were cutting things apart and like putting them back 
together and see how that works and, um, [Laughs] we left our coffee table in 
____[class] where everything that needs to be destroyed in there 
S: Yea 
J: And they took it 
S: Is that it? 
J: No, um it, I think it’s, yea its destroyed, if you come in our classroom there’s this 
thing above Dr ____ desk 
S: Yea 
J: And it has a little board saying RIP on it and it has a little bit of its leg 
S: O my goodness, as like a memory? [Laughs] 
J: Yea 
S: Memorial to coffee table 
J: Yea 
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Appendix K: Phase 1 Table Outlining Themes 
 
Table outlining global themes, superordinate themes, subordinate themes and 
emergent themes (nodes) with selective illustrative quotations 
 
 
Global 
theme 
Superordinate 
theme 
Subordinate 
theme 
Emergent 
themes (nodes) 
Selected illustrative 
quotations 
What is 
important 
for me? 
Feeling safe  Emotional 
support 
Pastoral 
support 
“it’s just like a calm 
session” Emily 
The same “the same teacher 
in the same class” 
Oliver 
Safe/special 
space 
“it’s like a safe 
area” Lily 
“It is going to be my 
special place” 
Oliver 
Emotions “when you're 
feeling depressed” 
Jack 
Routines “where I go up 
every single day” 
Oliver 
Safety Safe “we were all safe” 
Jessica 
Danger “some people say 
that it’s dangerous” 
Ella 
Escape “there's the door 
which you can 
escape school” 
Oliver 
Boundaries “we need a 
wooden fence to go 
all the way across” 
Jack 
Barriers Not allowed “you're not 
allowed” Harry 
Broken “that is broken” 
Jack 
Loss “but he died before 
he was born” 
Jessica 
Division  “But they’re in like 
separate rooms” 
Mia 
Difference “we've got loads of 
different things, 
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and um people are 
different in every 
way” Jessica 
Unknown “I'm not sure what 
really happens” 
George 
Relationships  Family Siblings “I play with my two 
baby brothers” 
Harry 
Parents “my mum told the 
head teacher” 
George 
Family “Am I allowed to 
take a picture of 
_____[cousin]” 
Emily 
Peer 
interactions 
Peers “he's been really 
naughty, like really 
naughty” Lily 
Friends “that's a good place 
for friendship” 
Jessica 
Gender “the boys like to 
play football and 
basketball but also 
the girls like to play 
it too” Emily 
Adults in 
school 
Teacher “she's a really nice 
teacher” Mia 
Adults “as long as there’s 
an adult with you” 
Lily 
Key staff “that's um Mr 
__[Headteacher] 
class” Jack 
Believing adults “they kept saying it 
was real” Jack 
What is 
important 
to me? 
Identity  Being part of 
the school 
Ownership “and there’s our 
school. And there’s 
our church” Jessica 
Responsibility “you only get them 
in year 6 and I'm a 
mediator” Lily 
Roles in school “I’m in the school 
council team” Emily 
Pride “so people can see 
this, they can like, 
you know, really 
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think that this is an 
enjoyable place to 
play in” Jack 
Sharing about 
yourself 
About self “watch this, I can 
do the splits” Mia 
Interests “I've read all these, 
so Alex Ryder 
missions” George 
Own skills “I’ve almost beaten 
Usain Bolt” Jack 
Sharing 
knowledge 
“Do you know why 
the moon gives off 
light? It’s because 
the suns behind it” 
Harry 
Characteristics  Mistakes “I've just made a 
mistake” Jessica 
Finding out “O you twizzle it 
like that to get a 
bigger one” Ella 
Careful “I'm tryna be 
careful” Oliver 
Methodological 
approach 
“it would be 10cm 
and then it goes 
down 5cm” Jack 
Creative Harry map 
“I could do like, to 
make it more 
interesting I could 
do like a ghost” 
Harry 
 
Detailed “there’s like ten 
that way and 
twenty that way” 
George 
Linking the 
past to the 
future  
Memories of 
the past 
Memories “It’s just a memory 
really” Emily 
Previous school 
or place 
“I moved from 
London to here” 
George 
Old class “I miss that class 
actually” Jessica 
Younger 
children 
“Ah well we didn't 
have to do as much 
work but now 
we're in year 4 we 
have to do a lot” 
Harry 
 231 
Starting school “I um came in year 
2 but at like the 
end of year 2” 
Harry 
Foundation “the a reception 
are lucky” Ella 
The future Change “I’ve been in here 
loads, but it’s 
changed” Mia 
Children’s 
stories 
“That's the witch’s 
houses” Jessica 
Transition “so when I go to a 
different school I 
can remember this 
school” Mia 
Older children “I think it’s year 5 
or year 6 you get to 
camp” Ella 
Aspirations “So you can get 
loads of money, get 
a new job, get a 
nice job, get a nice 
house” Harry 
What is 
important 
about 
school? 
Play  Playing Play “there should be 
like a play area 
because it like gives 
you a break from 
learning” Emily 
Equipment “It’s all toy, play 
equipment” George 
Toys   “It’s just like where 
you get the toys 
from” Harry 
Learning 
through play 
Competition “it’s for the fastest 
year 5 boy, the 
fastest year 5, Year 
6 boy, the fastest 
year 5 girl and the 
fastest year 6 girl” 
Emily 
Fun “sometimes you do 
really fun things in 
the day” Oliver 
Lunch/break 
times 
“then at lunch 
times and break 
times they can go 
in there and play 
football” Lily 
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Being outside Field “the most 
enjoyable part is 
the field” Jack 
Outdoors “The grass and the 
outside” Emily 
Nature “this is where you 
plant stuff” Mia 
Animals “they're just 
something to like 
that you can care 
for at school and 
you're learning” 
Oliver 
Education  Formal 
learning 
Learning “Your learning 
skills” Harry 
Student work “we've just learnt 
them and then put 
them up around 
school for people, 
for people to look 
at” Emily 
Tests “sometimes when 
we do tests” Emily 
Targeted 
support 
“it’s like an 
intervention place” 
Lily 
Learning 
through doing 
Learning as fun “I think that’s my, 
that’s the funnest 
thing we've done, 
apart from 
residential” Jessica 
Music “We’ve got a music 
room” Jessica 
ICT “And the computer 
resources” Lily 
PE “I like physical 
education” Oliver 
Art “people like um 
doing art and craft” 
Jessica  
Ella’s photo of art 
materials  
Clubs “only if you’re in 
like a certain club” 
Mia 
Eating “Eat, cafeteria 
basically” Oliver 
Books “tonnes of books” 
George  
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Places in 
school 
Big space “it’s the biggest 
place out of all of 
this ” Jack 
Classroom “The classrooms” 
Ella 
Lily’s picture 
Assembly hall Lily’s map of hall 
“So the hall would 
be here” Jack  
Office “main office” Oliver 
The whole 
picture 
“that's the whole 
school” Jack 
 
Part of the 
picture 
“that’s a part of the 
school” Ella 
Library “The library's 
there” George 
Research 
project 
The project Fun The project “I actually like 
doing this” Oliver 
Practical 
problems 
Practical 
problems 
“That didn’t take a 
picture” Mia 
Time “I gotta hurry” Mia 
Resources Not wasting 
resources 
“I don’t want to 
waste it” Ella 
Colour “they're nice and 
they're colourful” 
Ella 
Ella’s flower photos 
 
Italicised information was discarded due to not fitting within the overall themes.
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Appendix L: Children’s Evaluation Form 
 
 
 
 
 
 
 
1. What score would you give the school mapping 
project? 
 
  1       2          3   4        5       6          7        8       9    10 
Not                                        OK                                         Good                  
good 
 
 
2. How would you describe the school mapping 
project? 
 
 
 
 
 
 
 
 
3. How did you feel doing the project?  
 
Sad                   Happy                    Angry                Worried                     
            
           Upset                  Excited               Proud         Joyful           
 
Any other feelings? ______________________ 
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4. Why did you feel like that? 
 
 
 
5. Put an ‘x’ on the line which shows how you felt 
after doing the project? 
 
 
 
 
____________________________________________ 
 
 
 
6. What was good about the project? 
 
 
 
 
 
7. What was not good about the project? 
 
 
 
 
 
8. What would make the project better? 
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Appendix M: Children’s Evaluation Summary 
 
The children’s own words and punctuation have been used except in the reporting of 
questions 1, 3 and 5. 
 
Question 1: What score would you give the school mapping project? 
All nine children rated the project 10 on a scale of 1 (not good) and 10 (good). One 
child crossed out the word good and wrote “asom” [awesome]. 
 
Question 2: How would you describe the school mapping project? 
- It was a fun and exciting opportunity to meet Sarah and do fun things with her 
- fun enjoyable and good because we played games to get to know each[]other 
- good I enjoy doing it my favourite moment was when sheshions [sessions] 
ended it was nice know you! good luck! 
- good fun osalm [awesome] 
- It was raelly [really] raelly [really] fun!!!! 
- good bec[a]use it suos [shows] you the intier [entire] shcool [school] 
- As a lov[e]ly helpfull fun peice [piece] of work 
- It was really fun and good 
- Fun and I think other children should do it because you can take picture[e]s 
around the school, play games, make photo book and make a map. It reminds 
you of your school when you was little. 
 
Question 3: How did you feel doing the project? 
- Sad (0) 
- Happy (5) 
- Angry (0) 
- Worried (0) 
- Upset (0) 
- Excited (8) 
- Proud (6) 
- Joyful (6) 
- Any other feelings? Joyful, excleitie, grat, happy, no, no, no, excited 
 
Question 4: Why did you feel like that? 
- Because it was an opportunity 
- because it’s not boring like some other clubs I really enjoyed myself. 
- Because I got to have fun 
- because excited when I gest come 
- Because me and my sister were the only ones to do it. 
- because it is the first time if bin out 
- Because it was fun and I could share my love for art!! J 
- Because I have really enjoyed it. 
- Because I had lots of fun doing it. 
 
Question 5: How did you feel after doing the project? 
 
Sad face --------------x-----------------x-xx-xx (xxx) smile face  
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Question 6: What was good about the project? 
- Meeting Sarah and taking the picturs 
- We got to know eachother and I got to take something home to show my 
adults 
- I got to take pics 
- it was isitid [excited] 
- I went round my [w]hole school 
- I got to do cool stuf[f] 
- all of it espeshally [especially] the 4 friday 
- Going round and showing were everything it. 
- It was really fun doing it. 
 
Question 7: What was not good about the project? 
- Nothing. 
- Nothing it was amazing. 
- nothing 
- nufink [nothing] 
- nothing J 
- nothing 
- Nothing it was all grate 
- Nothing was bad 
- That I don’t get to do it anymore. 
 
Question 8: What would make the project better? 
- Nothing 
- Nothing it was perfect. 
- nothing 
- If you cood [could] haf [have] fife [five] seshons [sessions] 
- Nothing J 
- Nothing. 
- I can’t think of any thing 
- More sessions 
- I think it is as go as it already is and doesn’t need any better. 
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Appendix N: Teacher Consent Form 
 
 
 
 
Information form for teachers 
 
An exploration of the educational experiences of children who have experienced 
domestic violence 
                                                                                                                                                  
Details of Project 
This project is about what children think about school and learning. The first aim of the 
project is to explore the lived experience of children in school who have experienced 
domestic violence. The second aim of the research is to explore how the information 
can support teachers working with children in the classroom. The researcher is a 
student at The University of Exeter studying Educational Psychology who is researching 
how children experience school.  
 
The first part of the research will be an exploration of the educational experiences of 
children who have experienced domestic violence, through working directly with 
children. The second part of the research, which we invite you to participate in, is an 
exploration of teacher perspectives on the educational experiences of children 
exposed to domestic violence. 
 
The study will involve meeting with a group of teachers from your educational setting 
on two separate occasions. Each session will be approximately 90 minutes in length. 
The first session will use an approach known as Soft Systems Methodology. Soft 
systems methodology (SSM) is an organisational problem solving approach which takes 
real world problems and aims to empower participants to develop their own solutions. 
The aim of SSM is to encourage real change to occur that is systematically desirable 
and culturally feasible (Checkland, 1989).  
 
The Researcher (Sarah Chestnutt) will provide you with information about the 
approach at the beginning of the first session. Following a brief introduction to the 
approach, you will talk to other teachers from your school and the researcher about 
your own experiences of teaching children who have experienced domestic violence, 
or if you have not experienced this then how you think you might teach a child who 
has experienced domestic violence. There will also be a creative task to complete as a 
group which involves drawing. Then you will talk as a group about possible actions that 
you could take in the classroom to support children who have experienced domestic 
violence.  
 
The second session will involve meeting again as a group. In this session you will be 
asked to revisit the work completed in the first session and you will look at themes 
from study 1 about children’s perspectives of education. The researcher will facilitate a 
focus group where you will have the opportunity to discuss the views that children 
expressed in study 1 and implications for teaching practice in your school. Both 
sessions will be audio-recorded using a Dictaphone. 
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We anticipate from taking part in the research that you will be able to experience a 
new method of problem solving which can be used in the future, develop 
communication and teamwork skills and gain insight into the experiences of education 
for some children who have lived with domestic violence.  
 
There is a risk that in taking part in the research you may experience unwanted 
thoughts and feelings due to the sensitive nature of the topic. If you do experience 
these thoughts you will be able to discuss these with the researcher (contact details 
below). A list of support services is provided below which offer a free and confidential 
service.   
 
Data protection notice 
The information you provide will be used for research purposes and your personal data 
will be processed in accordance with current data protection legislation and the 
University's notification lodged at the Information Commissioner's Office. Your 
personal data will be treated in the strictest confidence and will not be disclosed to 
any unauthorised third parties. The results of the research will be published in 
anonymised form. 
 
All data will be anonymised by labelling any information with a codename rather than 
real names. The key to the coding system and any electronic data will be stored on a 
password protected U-drive that will be accessed only by the researcher and the 
research supervisors. Your consent form will be scanned and saved onto the U-drive 
and then shredded. Any information which may identify you or your school will not be 
included in any publications or presentations. Every effort to maintain the anonymity 
and protect your identity will be made.  
Audio-recorded information will be deleted as soon as it is transcribed. Audio and 
transcribed data will be held and used on an anonymous basis, with no mention of 
your name. Any personal and contact details will be stored separately from the 
transcript information and may be retained for up to 5 years. Third parties will not be 
allowed access to audio-recordings and transcripts except as required by law or in the 
event that something disclosed during the interview causes concerns about possible 
harm to you or to someone else.  
You have the right to withdraw from the study at any time without explanation. If you 
wish to withdraw you can contact the researcher directly (contact details below).  
The research will form part of the researcher’s thesis which is completed as part of the 
Professional Doctorate in Educational Psychology. The information may also be 
presented at conferences or used as part of training, and may be written up for journal 
articles. No identifying information such as name or school will be used. 
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Support Services 
NDADA (North Devon Against Domestic Abuse): Online www.ndada.co.uk; Telephone 
01271 321 946 
SPLITZ: Online www.splitz.org/devon.html; Telephone 0345 155 1074 
Samaritans: Online www.samaritans.org; Telephone 116 123; Email jo@samaritans.org 
 
Contact Details 
For further information about the research please contact: 
Name:  Sarah Chestnutt (Trainee Educational Psychologist)   
Postal address: Haighton, Educational Psychology, St Luke’s campus, The University of 
Exeter  
Email:  sjc247@exeter.ac.uk 
 
If you have concerns/questions about the research you would like to discuss with 
someone else at the University, please contact: 
Research Supervisors 
Dr Andrew Richards: a.j.richards@exeter.ac.uk 
Dr Christopher Boyle: c.boyle2@exeter.ac.uk 
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Consent form for teachers 
 
Consent 
I have been fully informed about the aims and purposes of the project. 
I understand that: 
 
• there is no compulsion for me to participate in this research project and, if I do 
choose to participate, I may withdraw at any stage; 
• I have the right to refuse permission for the publication of any information 
about me; 
• any information which I give will be used solely for the purposes of this 
research project, which may include publications or academic conference or 
seminar presentations; 
• If applicable, the information, which I give, may be shared between any of the 
other researchers participating in this project in an anonymised form; 
• I will be audio-recorded which will be confidential and this will be deleted as 
soon as the information is transcribed; 
• all information I give will be treated as confidential; 
• the researcher will make every effort to preserve my anonymity. 
 
 
 
............................……………..……..   ............................……………..……..
  
(Signature of participant)    (Date) 
 
 
…………………………………………………    
(Printed name of participant)  
 
 
............................………………..    ............................……………….. 
(Signature of researcher)    (Printed name of researcher) 
 
One copy of this form will be kept by the participant; a second copy will be kept by the 
researcher(s). 
Your contact details are kept separately from your interview data. 
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Appendix O: SSM Information Sheet 
 
Soft Systems Methodology: Session 1 
 
1. Introduction and names. Why are we here? Research parts and write-up 
2. Consent forms: summarise, ask for questions, highlight data protection and 
withdrawal at any time. Collect forms. 
3. What will we be doing? 
a. 4 tasks today: drawing and writing tasks 
b. Next time: focus group, think about themes from phase 1 
4. What is Soft Systems Methodology? 
a. A way of thinking about ‘messy’ or complex problems. Therefore useful 
for thinking about real world problems. 
b. Developed in 1970s based on systems engineering as a way to avoid the 
reductionist nature of natural sciences at the time and to expand 
thinking and problem solving. 
c. Checkland developed (1981) and other versions, increasingly taking 
account of the human/social element. 
d. In contrast to a ‘hard’ system, which includes the explicit and objective 
parts of a system, ‘soft’ systems are more subjective, about personal 
experience, recognising that we all see the world in different ways. For 
example job roles in school, hierarchy, from head teacher to TAs, but 
doesn’t allow us to see relationships, ethos, culture, how decisions are 
made, conflicts and tension. So soft systems allow us to think outside 
the box to explore connections, conflicts and potential solutions in a 
model.  
e. The approach aims to move from the real world problem, to the ideal 
situation and back into the real world by using your experiences to find 
out about the situation and put an action plan together to improve the 
situation. It is a ‘sense making’ approach which highlights how people in 
certain situations create meaning of their world and act in a purposeful 
way. 
f. There are different versions which have been developed throughout the 
years, and we’ll use one of the most recent approaches (Checkland, 
2000). 
g. It can be used for a variety of different situations, domains or topics.  
h. It is an approach which can be used as a whole or elements can be used. 
The original had a 7 stage model, but today we’re going to use the new 
approach and four elements within it. 
i. Not that ideas or experience were dominant BUT the idea posed by 
Checkland was that tentative ideas could be used to inform practice 
which became the source of enriched ideas i.e. a learning cycle/action 
research. Checkland suggested that action was taken when ideas 
created were both desirable and feasible for those involved based on 
their experience. 
5. Rich picture 
a. In the first part of this session I would like you, together, to draw a rich 
picture, which is your visual representation of a situation. I’ll first 
explain what a rich picture is and then give you the ‘problem’ situation. 
 243 
b. A rich picture is part of soft systems methodology, and it is used for 
gathering information about a complex situation.  
c. To help interpret a situation you can use pictures, symbols, cartoons, 
sketches, shapes, diagrams etc to represent the situation. “Our intuitive 
consciousness communicates more easily in impressions and symbols 
than words”. “Drawings can both evoke and record insight into a 
situation” (Open University, n.d.) 
d. Use as many colours as necessary and draw symbols on this large piece 
of paper. 
e. Draw in any connections you see between your pictorial symbols and 
try to avoid producing just an unconnected set of pictures. Is there any 
tension or conflict in the situations or the connections? 
f. Avoid too much writing, either as commentary or word bubbles from 
mouths, and only use keywords where ideas fail you for a sketch that 
would encapsulate your meaning. 
g. Don’t include systems boundaries (the hard systems). It is important 
that the picture should not structure the situation, that is, it should 
reflect as much going on as possible without privileging, predetermining 
or presuming a particular point of view. 
h. Make sure the picture includes not only factual information but also 
subjective information.  
i. Look at the social roles in the situation and the behavioural 
expectations in those roles – are there any conflicts? 
j. Think about if you want to include yourselves in the picture. Make sure 
your roles and relationships in the situation are clear. Remember you 
are not objective observers but have a set of values, beliefs and norms 
that affect your perspective. 
k. Note physical entities invoked such as key people, organisations and 
landscapes. 
l. Present the picture by describing the key elements and linkages 
between them. 
m. The situation is: “In school support for children who have experienced 
DV”.  
i. Prompts:  
1. What is the child’s experience of education?  
2. Is it the same for all children who have experienced DV?  
3. What support is available in your school?  
4. What are the relationships, conflicts, tensions, barriers? 
6. CATWOE 
a. The second task involves defining the parameters in terms of who is 
involved in the problem situation, why the problem needs a solution 
and starting to action plan. 
b. Transformation (T): the input to the transforming process is changed 
into a different form becoming the output. 
c. Define the letters in CATWOE: 
i. Customers: the victims or beneficiaries of T 
ii. Actors: those who would do T 
iii. Transformation process: the conversion of input to output 
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iv. Weltanschauung: the worldview that makes this T meaningful in 
context 
v. Owners: those who could stop T 
vi. Environments: elements outside the system which it takes as 
given 
7. Root definition 
a. Use the individual definitions to create a root definition about what the 
problem situation and action plan would look like in an ideal world. 
i. (P) What to do? What is the problem situation? 
ii. (Q) How? How is the problem going to be solved?  
iii. (R) Why? Why is it a problem / why does it need to be solved? 
iv. Define the situation by using the formula: “Do P by Q in order to 
R” 
b. Expand on Q by developing seven (plus or minus two) action points 
which could be put in place to help reduce/solve the problem. Use 
verbs in the imperative to write down activities necessary to carry out 
this ‘transformation’. Note if the points are independent or dependent 
on another action point. 
 
8. Model 
a. Create a model with all of the information you have created so far.  
b. Use the activities developed in the root definition. Select activities 
which can be done at once (i.e. not dependent on others). Write these 
out in a line, then those dependent activities on the line below and so 
on. Indicate all dependencies. Add monitoring and control. 
c. Include any monitoring, reviewing or success criteria into the model 
that you would need to use.  
i. Monitoring: how will the action plan be monitored and by who? 
ii. Reviewing: how will the plan be reviewed and by who? 
iii. Success? How will you know if the action plan has been a 
success? 
d. Note on the model who would complete these actions. 
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Appendix P: Focus Group Conceptual Map 
 
Conceptual map of focus group (session 2) 
1. What was your experience of doing systems methodology? 
 a. What did you like best about it 
 b. What were the problems with it  
 c. To what extent have you done anything differently as a result of the first      
                  session? 
 d. In what ways has anything changed since session 1? 
  i. Your practice 
  ii. Children and DV 
  iii. School support 
 e. Do you feel in the future anything will change as a result of you doing session  
                  1? 
  i. What are the facilitators  
  ii. What are the barriers 
  iii. What could the impact be? 
 
2. As a result of phase 1 I’ve printed out some quotations from the 9 children involved 
in the study. I would like you to look at them and think about ways of grouping them 
into themes (you might also have sub-themes within the themes). You might want to 
talk about what you think about the quotations. 
 
3. As a result of phase 1 of the research the key themes are shown here in pictorial 
form: 
What do you think about this picture? 
 a. What do the symbols mean to you? 
 b. Discuss the initial emergent themes. How do you feel about those themes? 
 c. What are some themes that are similar to the themes that you had drawn? 
d. In what ways are they different? 
e. Does anything surprise you? 
 
4. Thinking about these themes and what is important to children - would you do 
anything differently as a result of knowing about this research? 
 a. Everyday teaching practice 
 b. How you respond to DV 
  i. On an individual level 
  ii. Class level 
  iii. Whole school level 
  iv. Wider society/community/government level 
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Appendix Q: Sample Transcript with Emergent Themes 
Mauve sample transcript session 1 with emergent themes (nodes) (pages 1-3) 
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Appendix R: Phase 2 Frequency of Quotation Table 
 
Emergent 
theme (node) 
Purple Mauve Lilac Total 
Affirmation 0 0 2 2 
Anyone can do 1 3 0 4 
Asking for 
clarification  
6 0 0 6 
Attachment 5 1 4 10 
Balancing  4 2 2 8 
Barriers 23 6 20 49 
Behaviour 1 10 2 13 
Break/lunch 
times 
12 1 0 13 
Calming 
strategies 
1 0 0 1 
Change 7 29 17 53 
Change from 
project 
5 5 3 13 
Child appears 
as small 
2 0 0 2 
Child voice 3 8 8 19 
Classroom 17 1 0 18 
Colour 2 2 3 7 
Communication 3 0 9 12 
Community 1 0 9 10 
Confidentiality  8 0 0 8 
Conflicts 12 2 4 18 
Connections 2 5 0 7 
Creativity 1 0 0 1 
Crisis 2 0 0 2 
Cultural 0 0 3 3 
Differing views 11 1 2 14 
DV as trauma 10 1 0 11 
Education as 
enjoyable 
1 1 0 2 
Emotions 10 17 9 36 
External 
agencies 
7 3 13 23 
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Families 12 7 10 29 
Feeling as 
having a lack of 
skills 
8 0 0 8 
Flexible 1 0 0 1 
Friendships 10 14 2 26 
Gender 0 3 1 4 
Government 1 0 7 8 
Group work 5 1 3 9 
Impact of DV 15 19 22 56 
Important 4 12 1 17 
Individuality  10 15 5 30 
Interests 0 4 0 4 
Journey  5 0 0 5 
Knowledge 1 0 1 2 
Laughter used 
as nerves 
7 0 0 7 
Learning 12 2 12 26 
Longer term 1 16 5 22 
Memories 5 20 7 32 
Mental health 2 2 5 9 
Metaphor 0 7 2 9 
Money 5 1 9 15 
Motivation for 
work 
1 0 0 1 
Needs 6 0 5 11 
Negative 0 14 5 19 
No perfect 
world 
3 4 3 10 
Outdoors 0 0 2 2 
Parental 
support 
10 0 4 14 
Past 
experiences 
impact present 
selves 
5 3 2 10 
Pastoral 25 3 3 31 
Peers 0 0 3 3 
People 0 9 1 10 
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Pictures 4 0 3 7 
Place 0 15 2 17 
Places of 
security 
9 13 22 44 
Play 5 1 0 6 
Policy and 
procedure 
1 0 0 1 
Positive 6 21 15 42 
Power 0 9 3 12 
Proud 8 3 7 18 
Relationships 
with school 
staff 
13 23 11 47 
Relationships 
with school 
staff as barrier 
21 1 11 33 
Resources 4 0 7 11 
Roles and 
responsibilities 
9 1 1 11 
Routine  0 2 0 2 
Rules 14 5 8 27 
Safeguarding 1 0 15 16 
Safety 3 6 5 14 
School 
leadership 
5 0 9 14 
Size of school 1 0 0 1 
Skills 8 2 1 11 
Societal 3 0 10 13 
Space 5 0 0 5 
Space to reflect 2 3 2 7 
SSM 21 22 29 72 
Strategies 6 4 0 10 
Structure 2 0 0 2 
Support 19 31 23 73 
Support from 
staff 
8 0 3 11 
Systems 11 1 27 39 
Teacher 22 3 2 27 
The brain 4 1 0 5 
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The issue is the 
problem 
1 2 0 3 
The role of 
parents 
7 6 4 17 
Theory to 
practice 
8 0 2 10 
Time 23 11 7 41 
Training 39 2 14 55 
Types of DV 3 2 0 5 
Understanding 
DV 
28 10 15 53 
Unpredictable 0 10 2 12 
Wellbeing 11 0 2 13 
What is 
education 
16 0 2 18 
Whole picture 8 1 0 9 
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Appendix S: Sample Cluster Theme 
 
Sample cluster theme ‘teachers’ understanding of DV’ (pages 1-3) 
 
Internals\\Purple edited - § 40 references coded [ 13.71% Coverage] 
Reference 1 - 0.34% Coverage 
P2: And the trauma, child, the child trying to learn um trying to express what might be 
going on in their mind to you know if its violence has happened um you know and 
there’s you know people coming in from behind or there’s sudden noises or the 
teachers might raise their voice, what’s happening for them in their, in their head 
Reference 2 - 0.09% Coverage 
P2: Um, it’s quite, the stuff we printed on that body map isn’t it of the trembling and- 
Reference 3 - 0.10% Coverage 
P3: And break times, that, that’s quite a scary time isn’t it some, for some of the 
children 
Reference 4 - 0.15% Coverage 
P3: Well there are, sometimes they don’t want to eat do they, they’re too- 
P1: I know. A plate of food, yea. And that’s quite big isn’t it 
P3: Yea 
Reference 5 - 0.70% Coverage 
P2: Yea, you know there are some kids that you see a lot but there are some that I 
never see 
P1: No, they might have touched based with you but - 
P3: It becomes sometimes doesn’t it to just, to just support them, I would say, 
occasionally come to just check in  
P2: Yea 
P1: And I suppose maybe that is a bit of the spike for some but not for others 
P3: Yea 
P2: Yea 
P1: I suppose it’s not for everybody is it? 
P2: No, but it’s the, it’s the, isn’t it which is nice, that they just know that it is, it is 
there whenever they need it, some of them might need it um to come and check in 
with us if things are particularly bad they’ll go months without doing that won’t they? 
P3: Yea, yea 
Reference 6 - 0.26% Coverage 
P2: So, so when you say spiky- 
P1: So I suppose I’m just thinking about that to mean potentially is I suppose I’m just 
assuming that all children in the class although that can be a, there’s lots of factors 
there that could be quite distressing 
Reference 7 - 0.35% Coverage 
P1: It might make things, like just sit on the surface but when you get out here and 
you’ve got the dynamics of everybody rushing around  
P2: Yea 
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P1: It’s a bit like a free for all but I think for some children that’s managing to cope for 
any sense of need but I suppose and what I’m trying to say is for some children that’s 
maybe an easier time 
Reference 8 - 0.11% Coverage 
P3: Because it goes back to the very beginning doesn’t it, they can’t think because 
they’re so traumatised 
Reference 9 - 0.05% Coverage 
P3: They’re not going to be able to be educated 
Reference 10 - 0.07% Coverage 
P2: There’s a lack of understanding there I think isn’t there 
Reference 11 - 0.60% Coverage 
P2: I think um I know teachers, is, their priority is to teach 
P1: I think, I think they, they see academic and they, they just that’s their focus isn’t it 
P2: Yea 
P1: That’s, trying to get them to think outside that mind-set can be diff, some of them 
are better than others at that 
P2: O most definitely yea 
P1: But some are very 
P2: But it’s almost a ed-, an education in itself, just trying to get them to understand 
more about um you know the trauma aspect the brain um and-  
P3: Some of the, is there room for a bit of CPD in there because, dev-, well 
development of teachers 
P1: Yea 
Reference 12 - 0.43% Coverage 
P3: I think because there’s more DV coming up I, I would like more, mm, tools if you 
like 
P2: Yea 
P3: To be able to help and they’re all different types of DV that ours have seen 
P2: Yep 
P3: There’s been, like, it can be verbal it can be-  
P1: Yep you, you’ve got more, haven’t you 
P2: Massive  
P3: Massive yea 
P1: Sometimes they want to discuss it and sometimes they just want to make you 
aware don’t they 
P2: Mm 
P3: Mm 
Reference 13 - 0.55% Coverage 
P3: Mm, cause its, yesterday ___[child] came and said to me I need to talk to you it’s 
it’s, well it was today actually and she said Dad um has shouted at me on the phone he 
doesn’t want me telling you what I tell you about drug dealing and things like that and 
but she is saying it in front of all the other children 
P2: I know yea 
P3: And I’m trying to say 
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P2: Yea 
P3: And then you get some of the children like ____[child] the other day saying why 
what’s gone wrong and I’m thinking O god if he gets a grasp of it that’ll be all- 
P2: I know this is the thing, yea 
Reference 14 - 0.25% Coverage 
P1: Yep, OK. Playground we need to put something about so something about adults 
there, we’re saying a lack of sort of understanding or being able to 
P3: Empathy 
P1: Empathy yea and think outside the box or check or anything like that 
P3: Yea 
Reference 15 - 0.24% Coverage 
P3: But then we’d been told that they’ve got to stick to their groups but how do you, 
you’re trying to sort to explain to other people that actually you, he’s, he’s, you, even if 
you get him in the forest he’s not gonna do anything 
Reference 16 - 0.40% Coverage 
P2: But why did he, why did he run away, yea. But it’s hard cause then there’s the 
golden rule and it’s like and it’s that black and white thing again isn’t it where you’re 
not sticking to the golden rules but just like why did he do that just ask, just ask 
yourself why you might have done that 
P1: Yea but to be fair that’s nothing to do with DV that’s to do with a boy who wants to 
be in control 
Reference 17 - 0.33% Coverage 
P1: So if it was a real lack of understanding here particularly and there is to an extent 
here sometimes about emotions, social needs generally 
P3: Yep 
P1: Isn’t there not specifically for DV but I think that with a lot of children that 
understand social and emotional development 
P2: Mm, o yea most definitely 
Reference 18 - 0.33% Coverage 
P1: You know you deal with that and I think sometimes it’s a very black and white 
thinking isn’t it 
P2: Mm 
P1: And a quite a harsh yes, not thinking 
P2 Mm, rather than looking behind the behaviour 
P1: Yea which you know if somebody’s had a bad morning like you said they’re coming 
down it’s shouted, it’s how do you deal with that 
Reference 19 - 0.27% Coverage 
P2: Loud voices, that sudden shock um, as you said like worrying about maybe events 
that had happened the night before you know can we represent that with thoughts 
maybe, fuzzy, thoughts going on you know not being able to concentrate on, on 
lessons 
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Appendix T: Phase 2 Theme Table 
 
Table outlining global themes, organising themes, themes and emergent themes 
(nodes) with selective illustrative quotations 
 
Global 
themes 
Organising 
themes 
Cluster 
themes 
Nodes Selective 
illustrative 
quotes 
What 
teachers 
think 
about DV 
 
Understanding 
DV 
Teachers’ 
understanding 
of DV 
 
Understanding DV “It’s one of the 
proven things 
that people get 
in the pub” L1 
Types of DV “they’re all 
different types 
of DV” P3 
Embedded 
nature of DV 
The issue is the 
problem 
“that’s one of 
the things [DV] 
that we can’t 
help control” M1 
No perfect world “what I find hard 
is knowing that 
those things 
can’t happen” 
M1 
The role of 
parents 
“Whereas some 
parents keep 
going back to it 
[DV]” P3 
Theory of DV Attachment “more people 
we saying 
insecure than 
secure” P1 
DV as trauma “been through a 
trauma”P3 
The brain Brain from 
Mauve’s Rich 
Picture 
Impact of DV 
on children 
On wellbeing Behaviour “Swearing at 
other children 
and adults” M2 
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Mental health “Meanwhile the 
trail of mental ill 
health” L4 
Wellbeing “that their 
wellbeing is, is 
supported” L1 
Emotions “High emotional 
threshold” M1 
For the 
individual 
Impact of DV “this chaotic life 
will kind of 
contribute to 
this this chaos” 
L2 
Unpredictable “maybe that is a 
bit of a spike for 
some but not for 
others” P1 
Power “like be their 
own rock” M1 
Individuality “It’s a mix isn’t it 
depending on 
the child” P2 
On life 
outcomes 
Learning “the impact it’s 
gonna have on 
them” M1 
Metaphor Maze from 
Mauve’s Rich 
Picture 
Longer term “They need to 
be reassured 
throughout their 
lives” L4 
Journey “History and the 
future” M2 
Children’s 
views 
about 
school 
What do 
children think 
about school? 
What is 
important? 
Child voice “Tryna look at it 
from the child’s 
point of view” 
M2 
Important “It’s the most 
important thing” 
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P2 
Interests “Like they go to 
the summer 
house because 
it’s fun” M1 
Education as 
enjoyable 
“It’s almost like 
something they 
really enjoy 
doing” P2 
Proud “Pride of being 
part of the 
school” P2 
Balancing 
positive and 
negative  
Memories “they come to 
school and there 
is good and bad” 
M4 
Needs “if the child their 
needs need to 
be met at that 
time” L2 
Negative “One negative 
can outweigh all 
those positives” 
M2 
Positive “Mainly positive 
to be honest” L6 
Rules “Understanding 
why the rule is 
there” P1 
Places and 
people in 
school 
Place “Things don’t 
change” P1 
Space “Lack of space” 
P1 
Classroom “It’s fun not 
being in class” 
P2 
Family (people)  “I’m surprised 
there wasn’t 
more of a family 
thing” P1 
Peers (Gender; “Having that 
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friendships) consistent friend 
might just keep 
them going” M1 
People in school 
(teacher; roles 
and 
responsibilities) 
“you have key 
members of 
staff” L2 
What children 
need at school 
To feel safe Confidentiality “Confidentiality 
amongst staff” 
L1 
Safeguarding “There’s no 
excuse for not 
doing it” L1 
Places of security “Quite a 
sanctuary in 
school” P3 
Safety “We’d want 
everyone to still 
be alive” M1 
Staff 
supporting 
children’s 
needs 
Pastoral “a love heart for 
caring” M4 
Relationships with 
school staff 
“That care in it 
will change 
something for 
next time” P2 
Support from staff “ten minutes 
could then um 
settle that child” 
P2 
Parental support “Creating links 
with parents” L6 
Skills Listening in 
Mauve’s Rich 
Picture 
Anyone can do it “Anyone can 
support these 
children” P2 
Training “Outside agency 
trainers” P1 
External agencies “Police” L1 
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Communication “In a big school 
like this with 
communication” 
P1 
Individualised 
support 
Group work “Nurture 
groups” L2 
Play “Dobble” P1 
Break/lunch times “We have more 
groups at break 
and lunch” P1 
Support “Going to meet 
their needs for a 
short amount of 
time” L2 
Strategies “a little calm jar” 
P2 
Barriers to 
supporting 
children in 
schools 
Barriers and 
conflicts 
School 
limitations 
Barriers “I don’t think 
they always take 
it in” P3 
Conflicts “people have 
different 
priorities” P2 
Theory to practice “It’s all great in 
theory” L4 
Individuals as 
barriers 
Relationships with 
school staff as 
barrier 
“It’s literally 
changing the 
mind-set” P2 
Feeling as lack of 
skills 
“[lack] the 
capacity to care 
enough” P2 
Differing views “I come from a 
slightly different 
tact” P2 
Past experiences 
impact present 
selves 
“A lot of people 
just think they’re 
getting away 
with blue 
murder” P2 
It’s out of our Deep rooted Community  “This town 
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hands problems doesn’t like 
talking about it 
still” L1 
Societal “History could 
repeat itself” P1 
Cultural “It’s cultural to 
beat your 
children” L1 
Change 
happens top-
down 
Whole picture “Bigger picture 
which is the 
education 
system as a 
whole” P2 
School leadership “The constraints 
are top down” 
L2 
Change “eventually we 
would see um a 
change” P2 
Government “government, 
funding” L1 
Systems “even that is a 
system that is, 
they are 
constrained” L2 
Limited 
capacity 
Money “There’s no 
money it limits” 
L1 
Time “there is still 
only a certain 
amount of time” 
L2 
 
Resources “How can you 
turn water in to 
wine?” L6 
Impact of 
the 
research 
The research 
project 
The process of 
SSM 
SSM “the picture’s 
not the 
important part, 
it’s the 
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conversation” 
M2 
Space to reflect “We rarely get 
the time to just 
sit down” P2 
Pictures “observe 
through the lens 
what they 
perhaps haven’t 
really seen 
before” P2 
Colour Purple’s Rich 
Picture 
Change  Change from 
project 
“I think 
something was 
slightly changed 
in me” P2 
 
 
Italicised information was discarded due to not fitting with the overall themes.
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Appendix U: Resource for EPs 
 
Resource for EPs when supporting children affected by DV 
 
 
Resource for EPs 
 
Individual  
• Therapeutic play experiences (Dodd, 2009)  
• Allow parental reflection on experiences using PCP or CBT to reframe 
thinking (Cort & Cline, 2017) 
• Highlight successes and protective factors (Zimmerman, 2013) 
• Use children’s views to inform support and provision planning (Kelly & 
Gray, 2000)  
• Identify and use methods to help children formulate their thoughts and 
feelings (Davie, Upton & Varma, 1996; Heath, 2015)   
• Ensure children are central to the evaluative process (Veigh, 2017) 
• Help schools identify children who may be experiencing the impact of 
being exposed to DV (Robinson, Myhill & Wire, 2017)  
Group 
• Early intervention is key (Ofsted, 2017) 
• Promote positive parent-child relationships (Dodd, 2009) 
• Interventions based on: healthy relationships, emotional literacy, 
positive interaction, resiliency building, safety (Babcock LDP, 2015) 
• Interventions with parent and child (Holt, Kirwan & Ngo, 2015)  
• Facilitating parenting programmes (Cort & Cline, 2017) 
• Develop individualised programmes of support for perpetrators and early 
intervention (Guy, Feinstein & Griffths, 2014) 
Systems 
• Raising awareness of the impact of DV on parents and their children 
(Sterne & Poole, 2010) 
• “mak[e] the invisibility of domestic violence visible” (Gallagher, 2014) 
• Support schools to understand DV and the reasons behind children’s 
behaviour (Buckley, Holt & Whelan, 2007) 
• Consultation with schools and families (Ellis, 2012) 
• Foster communication between school, family and other agencies 
• Support schools to provide nurture, security and predictability (Clarke & 
Wydall, 2015)  
• Support practitioners to recognise and respond to DV (Robinson et al., 
2017) 
• Signposting 
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